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ABSTRACT 
This thesis is a case study of the policy contestations associated with the establishment of 
a new Western Australian government secondary school. State politicians and 
bureaucrats promoted the school, Ballajura Community College, as fa school for the 
twenty-first century'. The school opened in 1995 and incorporated the State's first middle 
school, representing a significant change to the hitherto existing secondary school 
structure. The thesis provides information on how agents associated with the 
establishment of a new school navigated the multiple policy agendas against shifting 
social and political changes. At the time of opening the school the Western Australian 
government was committed to expanding devolution in schools. This thesis examines 
how key aspects of the devolution agenda impacted on the planning and establishment of 
Ballajura Community College. 
The research provides an 'insider's perspective' of Foundation Principal and 
utilises a combination of methods including social semiotics, critical discourse analysis 
and autobiography. Data collection included documentary evidence, interviews with 
senior policy makers and autobiographical data. 
While educational research and theory suggests that there is an urgent need to 
envision new futures for schooling in the twenty-first century, this same research often 
simplifies the process and does not attend to the multiplicity of variables. This 
investigation concludes that the design, structure, curriculum development and operation 
of a new secondary school, in a highly centralised system, is intimately linked to the 
broader socio-political context and established traditions and practices. 
This thesis extends the debate on research into school change. It demonstrates 
that the processes of innovation and change can be neither formulaic nor prescriptive. It 
raises questions relating to the methods, authority and effects of educational research and 
argues that educational research for the twenty-first century must broaden its scope to 
incorporate and legitimise the voice and authority of school leaders and teachers. 
KeyWords: 
Australia, change, innovation, secondary school, policy, social semiotics, critical 
discourse analysis, autobiography 
2 
ACKNOWLEDGEMENTS 
My sincere thanks go to Professor Gunther Kress for his assistance, guidance, advice and 
support throughout the supervision and writing of this thesis. 
I am also indebted to the Education Department of Western Australia, The 
Commonwealth Relations Trust and The Institute of Education for supporting my studies 
through funding the first year of my research. 
To the parents, students, teachers and community members at Ballajura Community 
College, and to Education Department Staff, I express my thanks for their generous 
support. Their belief in the possibilities for new and exciting alternatives in secondary 
education made this study possible. 
I would also like to acknowledge the Western Australian Building Management 
Authority and the architectural finns, Tsigulis and Zuvela Pty. Ltd. and Donaldson and 
Warn who prepared the architectural designs and blueprints referred to in the thesis. 
My thanks are also extended to the staff and fellow students at the Institute of Education. 
Without exception, they have been supportive and encouraging, providing me with a rich 
and stimulating environment in which to undertake my study. 
Finally, I would like to thank my family. Their support, love and encouragement has been 
constant, and for this I am truly grateful. 
3 
DEDICATION 
To my father James Lee, for instilling in me a love oflearning and the belief that my 
education is important. 
To my husband Flemming who has supported me totally in the pursuit of my dreams. 
4 
GLOSSARY 
BCC - Ballajura Community College 
EDW A - Education Department of Western Australia 
W A - Western Australia 
SSTUWA - State School Teachers Union of Western Australia 
NBEET - National Board of Employment Education and Training 
IRC - Industrial Relations Commission 
FISP - Flexibility in Schools Project 
NPQTL - National Project for the Quality of Teaching and Learning 
NSN - National Schools Network 
GLA - General Learning Area 
EFTAs - Effective Teaching Areas 
5 
TABLE OF CONTENTS 
ABSTRACT ................................................................................................................................................... 2 
ACKNOWLEDGEMENTS .......................................................................................................................... 3 
DEDICATION ............................................................................................................................................... 4 
TABLE OF FIGURES .................................................................................................................................. 9 
PART ONE 
CHAPTER ONE 
INTRODUCTION, RATIONALE AND THESIS OUTLINE 
1.1 INTRODUCTION .............................................................................................................................. 1 0 
1.2 THE RESEARCH QUESTIONS ........................................................................................................... 13 
1.3 RATIONALE - THE OBJECTNES OF THIS STUDY AND FRAME OF REFERENCE .................................. 17 
1.4 DEFINITION OF CONCEPTS USED IN THE STUDY ............................................................................. 30 
1.5 AUTHORIAL STYLES USED IN THIS THESIS ...................................................................................... 36 
1.6 OUTLINE OF THE THESIS ................................................................................................................. 38 
1.7 CONCLUSION .................................................................................................................................. 41 
CHAPTER TWO 
mSTORICAL ANTECEDENTS - POLICY CONTEXTS OF CHANGE AND INNOVATION 
IN WESTERN AUSTRALIA 
2.1 INTRODUCTION .............................................................................................................................. 42 
2.2 EDUCATION AT THE NATIONAL LEVEL IN AUSTRALIA .................................................................. .42 
2.3 THE WESTERN AUSTRALIAN CONTEXT - A BRIEF HISTORY OF CHANGE AND INNOVATION ........ .46 
2.4 CHANGING POLITICAL CONTEXTS AT BALLAJURA ......................................................................... 58 
2.5 EDWA's BROAD REFORM AGENDA AT THE TIME OF OPENING BCC ............................................. 61 
2.6 PERSONAL CONTEXT ...................................................................................................................... 61 
2.7 STATE SCHOOL TEACHERS' UNION RESPONSE TO SYSTEMIC CHANGE ........................................... 62 
2.8 CONCLUSION .................................................................................................................................. 65 
CHAPTER THREE 
MEDIATING CENTRAL POLICIES AT THE SCHOOL LEVEL 
3.1 INTRODUCTION .............................................................................................................................. 66 
3.2 IMAGINING THE SCHOOL FOR THE TWENTy-FIRST CENTURY ......................................................... 66 
3.3 OPERATIONALISING A VISION FOR BCC ......................................................................................... 71 
3.4 CONCLUSION .................................................................................................................................. 90 
6 
PART TWO 
CHAPTER FOUR 
POLICY PRACTICES, DISCOURSE ANALYSIS AND SOCIAL SEMIOTICS 
4.1 INTRODUCTION .............................................................................................................................. 92 
4.2 DEFINING POLICY .......................................................................................................................... 93 
4.3 POLICY AND THE STATE ............................................................................................................... 101 
4.4 CRITICAL DISCOURSE ANALYSIS AS A TOOL FOR POLICY RESEARCH .......................................... 105 
4.5 SOCIAL SEMIOTICS AS A TOOL FOR POLICY ANALYSIS ................................................................ 1 08 
4.6 CONCLUSION ................................................................................................................................ 117 
CHAPTER FIVE 
METHODOLOGY 
5.1 INTRODUCTION ............................................................................................................................ 119 
5.2 JOURNAL ENTRIES ........................................................................................................................ 125 
5.3 INTERVIEWS WITH POLICY MAKERS ............................................................................................. 126 
5.4 AUTOBIOGRAPHY AS METHOD ..................................................................................................... 136 
5.5 ETHICAL CONSIDERATIONS OF THE RESEARCH ............................................................................ 139 
5.6 CONCLUSION ................................................................................................................................ 141 
PART THREE 
CHAPTER SIX 
STEERING OF OR STEERING BY THE COMMUNITY 
6.1 INTRODUCTION ............................................................................................................................ 142 
6.2 INVITING THE COMMUNITY TO 'PARTICIPATE' .............................................................................. 143 
6.3 [Ap ] PARENT CONSULTATION - MOBILISING SUPPORT FOR THE INCLUSION OF YEAR SEVEN 
STUDENTS AT BCC MIDDLE SCHOOL .......................................................................................... 152 
6.4 GRAFTING POLICIES ON TO POLICIES ........................................................................................... 164 
6.5 CREATING NEW MEANINGS AT THE CENTRAL LEVEL. ................................................................. 167 
6.6 EXERCISING 'COMMUNITY' POWER .............................................................................................. 177 
6.7 CONCLUSION ................................................................................................................................ 182 
CHAPTER SEVEN 
THE NEW WORK ORDER - INFLUENCES AND IMPACTS ON BCC 
7.1 INTRODUCTION ............................................................................................................................ 185 
7.2 RECASTING THE SCHOOL PRINCIP AL'S ROLE ................................................................................ 186 
7.3 SITE-BASED MERIT SELECTION OF STAFF AT BCC ...................................................................... 205 
7.4 SCHOOL LEVEL EFFECTS .............................................................................................................. 217 
7.5 CONCLUSION ................................................................................................................................ 218 
7 
CHAPTER EIGHT 
THE SEMIOTICS OF BCC BUILDINGS 
8.1 INTRODUCTION ............................................................................................................................ 221 
8.2 SCHOOLS AS SEMIOTIC SPACES .................................................................................................... 223 
8.3 HEGEMONIC TRADITIONS FOR BUILDING SECONDARY SCHOOLS IN W A ..................................... 225 
8.4 BUILDING 'COMMUNITY' INTO BCC ............................................................................................. 249 
8.5 CONCLUSION ................................................................................................................................ 263 
PART FOUR 
CHAPTER NINE 
A CONCLUDING DISCUSSION 
9.1 INTRODUCTION ............................................................................................................................ 266 
9.2 MAIN FINDINGS ........................................................................................................................... 266 
9.3 WINNING COMMUNITY SUPPORT FOR MIDDLE SCHOOLING ......................................................... 270 
9.4 BCC AND SYSTEM LEVEL IMPACTS ............................................................................................. 272 
9.5 REDEFINING THE ROLE OF THE PRINCIPAL AND TEACHER ............................................................ 273 
9.6 POLICY MAKING, MEANING MAKING AND SCHOOL BUILDINGS .................................................. 274 
9.7 REFLECTION ON THE RESEARCH METHODS - RESEARCHING POLICY FROM A SOCIAL SEMIOTIC 
PERSPECTIVE ................................................................................................................................ 275 
9.8 THE NEWNESS FACTOR ................................................................................................................ 277 
9.9 REFLECTIONS ON MY OWN EPISTEMOLOGICAL JOURNEY .............................................................. 278 
9.10 IMPLICATIONS FOR FUTURE RESEARCH ........................................................................................ 285 
9.11 IN CONCLUSION ........................................................................................................................... 287 
PART FIVE 
BIBLIOGRAPHY ...................................................................................................... 291 
APPENDICES .......................................................................................................... 314 
8 
TABLE OF FIGURES 
FIGURE 3-1: TIME LINE OF PLANNING EVENTS ............................................................................................... 66 
FIGURE 3-2: CURRICULUM FRAMEWORK FOR BCC ....................................................................................... 67 
FIGURE 4-1: BOWE AND BALL WITH GOLD -CONTEXTS OF POLICY-MAKING ................................................. 96 
FIGURE 4-2: A POLITITICAL MODEL OF POLICY BASED IN A THEORY OF DISCOURSE .......... 99 
FIGURE 4-3: FAIRCLOUGH'S DIMENSION OF DISCOURSE AND DISCOURSE ANALYSIS .................................... 106 
FIGURE 6-1 : MEDIA RELEASE SCHOOL FOR THE TWENTy-FIRST CENTURY ................................................ 170 
FIGURE 7-1: FEATURES OF WA GOVERNMENT WORKPLACE AGREEMENTS IN 1994 ................................... 197 
FIGURE 7-2: SEEKING EXPRESSIONS OF INTEREST FOR TEACHING POSITIONS IN EDWA's 1995 FLEXIBILITY 
IN SCHOOLING PROJECT ....................................................................................................................... 206 
FIGURE 8-1: RECOMMENDED TIMES FOR CURRICULUM IN WA ................................................................... 229 
FIGURE 8-2 : SPATIAL ALLOCATIONS FOR HOME ECONOMICS ..................................................................... 23 6 
FIGURE 8-3: NEW TERMINOLOGY IN TECHNOLOGY CURRICULUM ............................................................... 242 
FIGURE 8-4: SPATIAL ALLOCATIONS FOR SECONDARY SUBJECTS ............................................................... 243 
9 
PART ONE 
Chapter One 
Introduction, Rationale and Thesis Outline 
1.1 Introduction 
This thesis is a case study of the establishment of Ballajura Community College (BCC), a 
new Western Australian government secondary school. Key agents, including community 
representatives, architects and Education Department of Western Australia (hereafter 
EDW A) policy makers, and myself as Foundation Principal, collaborated on the design of 
the school with the express purpose of it being 'an innovative school for the twenty first 
century'. The school officially opened in 1995 and incorporated the State'sl first Middle 
School within a standard secondary school. The practical realisation of the innovation 
centred on the implementation of the State's first middle school, an invigorated role of the 
community, merit selection of all staff and architectural orientations towards middle 
schooling and the community. 
In the thesis I examine how agents associated with the establishment of BCC 
navigated the multiple policy agendas within a highly centralised system, against the 
backdrop of shifting social and political contexts. I situate policy processes within the 
broader social and political contexts in order to examine the intersection of evolving 
discourses of change and innovation. Discourse is seen as a critical index of sociocultural 
reproduction and change (Fairclough, 1995 :2). The material realisations of discourses 
are understood in this thesis, as texts. Texts, whether spoken or written, drawn or built, 
embody different ideologies and shifting sociocultural practices. 
In analysing a range of contestations associated with the opening of a new school, 
I draw on the texts, including existing policy documents, architectural design briefs, 
newspaper articles, planning documents and interview data to demonstrate the 
I I use the tenn 'State' to signifY the State of Western Australia and the lower case 'state' to signifY the 
larger-scale political and economic apparatus. 
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complexities of navigating the wide range of discourses associated with the policy 
processes that impacted at BCC. Notions of 'contestations' provide a theoretical and 
methodological bridge for exploring the social relations linked to political, educational 
and economic discourses surrounding change and innovation. In any period of change, 
new genres, new forms of representation and changes to the semiotic landscape reflect 
'changes in social, cultural, economic and technological domains' (Kress, 1997 a : 18). 
These changes do not however, occur in uncontested terrain. Halliday (1978) proposed 
that social semiotics provides 'a dynamic and interactive view of discourse as arising 
between socially organized individuals, where contestation is part of any discourse' 
(Meinhof, 1994 :70). Contestations arise from processes associated with the restructuring 
of the 'orders of discourse' (Fairclough, 1992 :271), in contexts where competing interests 
and ideologies intersect. In focussing on contestations, I have taken Rizvi and Kemmis' 
view that: 
(P)rocesses of contestation should not be thought to be 
unusual, and certainly not reprehensible. In fact 
contestation is a perfectly usual means through which 
ideas are developed and tested. In social life in 
general, different ideas, practices and forms of 
organisation all have their advocates, and the 
evolution of social forms takes place through a 
struggle between supporters of different positions. 
(Rizvi and Kemmis in Bowe, Ball, & Gold, 1992 :22) 
In the thesis I examine how changes in representations embody and reflect, and 
partly constitute, changes in the social, educational and political domains, within the 
specific policy contexts of Western Australia (hereafter WA). Many of the texts that 
form the data arose from the processes of policy 'in the making'; policies relating to 
changing employment practices, to the implementation of middle schooling, to new and 
innovative secondary school buildings and to new notions of community participation in 
schooling. 
I utilise a combination of methodologies including social semiotics (Halliday & 
Hasan, 1985; Hodge & Kress, 1993; Kress, 1995b, 1997b, 1999), critical discourse 
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analysis (Fairclough, 1989, 1992, 1995) and autobiographical narrative (Graham, 1991) 
to retrospectively analyse a lived experience (Van Manen, 1990). The combination of 
these methods has enabled me to engage in a critical analysis of how dominant, residual 
and emerging policies intersected to influence change and innovation in the context of 
establishing a new secondary school. In framing the study in this way, I suggest that the 
emphasis on 'critical' allows for the exploration of the underlying ideological messages in 
texts and on how power was effected in different discursive spaces within the context of 
establishing a new school. 
The focus in this study is not on finalised and complete policy texts, since formal 
policies relating to the proposed changes did not exist at the time of establishing Bee. 
Policy texts therefore, are considered in relation to a multitude of other texts that 
circulated within the historical and social context(s) of policy making at the time of 
establishing Bee. As such, I argue that policy texts have different meanings for different 
social groups and individual actors mediate and transform 'policy' from different social 
and ideological positions. In this sense, I am interested in the 'dialectic between [policy] 
texts and processes, linguistic form and social and semiotic process' (Hodge & Kress, 
1993 : 159). In analytical chapters, the various texts are analysed in order to describe 
how micro-political policy processes were both constituted by, and constitutive of, the 
broader policies of the State. 
The use of autobiographical data extends the methodology in order to provide a 
'thick description' (Geertz, 1973, 1983) of the complex relationships which affect the 
realisation of educational change. Lindlof (1995) suggests that thick description requires 
that the 'researcher immerses [herself] in the sites of a culture's routine textual 
engagements and documents the process of the immersion' (p.52). In my position as 
Foundation Principal I was an active agent in the establishment of Bee. My immersion 
in the culture of the school and the broader educational context was not at the time as 
'researcher'. The role of principal did however, provide me with the unique opportunity 
to witness and be part of the everyday practices of establishing a new school. At the 
same time, I was actively involved in the development of policy at the State level. I use 
this experience as part of the narrative data for this thesis. 
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The three data sources; a diverse range of documentary texts, interviews with 
policy makers and key agents associated with the establishment of the school, and my 
own autobiographical narrative provide a variety of texts that form the data for the thesis. 
Kress has suggested that texts are: 
(T)he encoding of a past history, and of the realignment 
of the elements of that past history in response to the 
demands of a present social complex. History is an 
inevitable element of text: history of differing kinds and 
dimensions - the micro-history of an interaction now, 
itself formed out of the history of prior sociaVlinguistic 
experience, which in its turn records the macro-history of 
a language and culture. 
(Kress, 1989 :449) 
The production and interpretation of texts is, therefore, integral to the ways in which we 
reproduce and change our social relationships and knowledge of the world in general 
(Bex, 1996; Kress, 1993). In my study, the texts, in all their variety, are the means for 
examining the links between State policies and local school change and innovation. They 
are the material realisations of the policy processes in action in that they result from the 
'social relations and struggles out of which they were generated' (Fairclough, 1989 :24). 
I will now tum my attention to a discussion of the research questions, the rationale, 
frame of reference and the links between my autobiographical narrative and change and 
innovation at Bee. 
1.2 The Research Questions 
I will argue in this thesis that four specific State policies directly impacted on change and 
innovation at Bee. These policies were newly introduced at Bee and represented 
significant changes from the hitherto existing EDW A practices and policies. More 
importantly, each of these policies defmed the significant distinguishing features of Bee 
and therefore underpin the research questions. These policies relate to: 
1) the introduction of middle schooling as a distinct phase; 
2) the expansion of the role of the community in the design of the school; 
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3) changes to employment practices, and 
4) changes to secondary school buildings. 
The first change related to the introduction of middle schooling as a distinct phase 
of schooling in W A. For the Western Australian education bureaucracy, Bee was to be 
the first middle school, and the only government secondary school to enrol year seven 
students. The introduction of the State's first middle school raised a range of policy issues 
at the central and school levels. These policy issues related to what a middle school 
would look like, and how in fact the four 'essential circuits', the 'four message systems' 
(Ball, 1994a : I) of curriculum, assessment, pedagogy and organisation would be 
navigated within the new secondary school arrangement. 
The second policy change at Bee was linked to an invigoration of the role of the 
community in the design and operation of the schooL This policy was to have a 
significant influence on the establishment of the school because it not only placed parents 
and the community at the forefront of planning of the school, it also gave rise to new 
meanings associated with the role of the school within the community and the role of the 
community within the schooL The notion of community was also very strongly linked to 
reworking pedagogical arrangements for teachers and students. 
The third policy relating to implementation of new employment practices resulted 
in the introduction of school-based merit selection of all staff at Bee. Underscoring these 
initiatives were radical changes to the structure of employment, through the introduction 
of new legislation in WA; that is State-based employment legislation. For example, for 
the first time in W A, the principal and all staff were selected on merit and given limited 
tenure appointments. The principal and teachers were also required to submit to 
performance management as an essential condition of their appointments to the schooL 
The fourth policy that significantly influenced change and innovation at Bee was 
that relating to the building of secondary schools. For many years prior to the building of 
Bee, secondary schools were built to formula, with the central organisational feature 
being that of the faculty model; that is, secondary schools were organised around subject 
disciplines. School buildings reflected this arrangement with subject faculties being the 
major organisational impetus. The introduction of middle schooling at Bee was seen as 
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an opportunity to challenge many of the existing arrangements in order to explore new 
possibilities for secondary school buildings. Within this discourse of change was a strong 
commitment to 'student centred learning', 'community access', 'community participation' 
and 'community use'. The coupling of the discourse of 'community' with the building of 
'new and innovative' facilities had major implications for the policy directions of the 
school. 
r will argue that EDWA used BCC as a site for progressing the devolution agenda 
by coupling the four above-mentioned policies to discourses of change and innovation. I 
will demonstrate in later chapters that each policy gave rise to competing perspectives 
linked to different positions of power and that during the opening and early operational 
stages, a radical reshaping of educational policies came to the fore. I will also 
demonstrate how, within the particular context of establishing a new school, an 'ensemble 
of policies' (Ball, 1994a :22) intersected, and that individual agents associated with the 
opening of a new school mediated these policies from different interpretative positions. 
In order to understand the complex, socially situated interpretative processes of policy 
making, I draw on social semiotics and critical discourse analysis (CDA) as a framework 
for examining how policy processes are mediated and transformed by different actors. 'A 
social semiotic is a theory that sees culture itself being produced by intersecting code 
systems' (Schroder, 1994 :339). Policy making, in this view, is mediated and transformed 
in multiple ways because each agent brings their own set of individual and social 
meaning potential to the process. Specific mediations are also inflected by macrosocial 
factors including political contexts, which serve their own social and discursive 
functions. In other words, I do not see policy texts as monolithic single entities, but 
rather as multiple texts that arise from the process of 'policy in the making'. That is, I see 
the construction of policy involving a continual process of meaning making by various 
participants in a variety of social spaces. Policy texts are viewed as the material 
realisation of semiosis: they circulate in a variety of forms and in different situations: 
'each situation and text a site where countless histories intersect' (Hodge & Kress, 1993 
: 158). The methodological approach takes into account this theoretical position. Texts 
and discursive and semiotic processes are therefore seen as technologies and indices of 
change and innovation. 
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There are three research questions. The first question is: 
Given that the State created a space for innovation 
and change, how did existing and emerging policies 
influence the establishment of Bee? 
This question serves to focus the study on the process of navigating the range of 
discourses arising from policies, both new and established, which impacted on change 
and innovation at the school. That is, I am interested in how the amalgam of 'dominant', 
'residual' and 'emergent' (Eagleton, 1991 :47) discourses gave rise to struggles that either 
constrained or enabled possibilities for change and innovation at BCC. As a State school, 
BCC was clearly under the regulatory controls of the central bureaucracy. The first 
question is intended to draw attention to the social, political and economic factors that 
influenced policy and shaped innovation and change at BCC. This question also draws 
attention to the multi-dimensional nature of school change and recognises the necessity of 
seeing school change as a complex process involving the interplay between the 'ad hocery 
of the macro with the ad hocery of the micro' (Ball, 1994a : 15). 
The second research question recognises that change in schools is quintessentially 
about creating new meanings: 
How were meanings of secondary schooling 
mediated, transformed and materialised by agents 
associated with the establishment of Bee? 
This question is closely linked to the first, because in the thesis, I see policy making 
centrally linked to meaning making. The second question has two aspects. The first 
points to the fact that school change requires the reworking of naturalised meanings, that 
is, ways of being and ways of seeing: what Fairclough terms, 'ideological norms' 
(Fairclough, 1995 :39). Clearly, the process of establishing a 'new and innovative school' 
implies a reworking of meanings: meanings about curriculum, about school organisation, 
about relationships with students, teachers, Unions, the community and the central 
bureaucracy. These meanings are not constructed in the school context alone. More than 
ever, school change is linked to the wider social and political contexts (Altrichter & 
Elliott, 2000; Whitty, 1997a). The second aspect of this question therefore, deals with 
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how new meanings of schooling at BCC were connected to the wider process of social, 
educational and cultural change. 
The third question relates more to the process of undertaking the research. It 
raises issues of 'voice' and 'authority' and forms of representation, and deals with my own 
meaning making in the course of establishing the school, and later, in researching the 
school. This question forces reflection on assumptions employed in the conduct of 
research, of objectivity and subjectivity and on the relationship between the 'particular 
and the general' (Eisner, 1997 :6) These issues strongly influenced my choice of 
authorial style(s), and led me to adopt a reflexive autobiographical methodology. The 
third research question is: 
How can autobiographical accounts contribute to a 
better understanding of the processes of change 
and innovation in the context of establishing a new 
school? 
A central theme of the study was to provide an account of school change and 
innovation that would resonate with practitioners - teachers and principals. I was 
concerned to connect with educators who were engaged in the 'living contradictions' 
(Whitehead, 1989) of school life, contending with multiple policy agendas and demands, 
and simultaneously navigating uncertainty and certainty. In this sense, I have both 
epistemological and political motivations. As Elbaz, (1991) notes, 'the term [voice] is 
always used against the background of a previous silence, and it is a political usage as 
well as an epistemological one' (p.1 0). 
1.3 Rationale - The Objectives of this Study and Frame of Reference 
Many school change experts suggest that change initiatives are most successful when 
they are 'bottom up' (Fullan, 1991; Murphy, 1993). My contention is that the process is 
far more complex than initiating change at the school level alone. I maintain that major 
school change is inextricably linked to the broader social, political and cultural contexts 
and cannot be viewed exclusively from the 'bottom up'. I will suggest that powerful 
forces exist both within and outside the school, and many of these are linked to broader 
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state imperatives, beyond the influence of teachers in classrooms. The main objective of 
this study is to investigate the policy contestations associated with change and innovation 
within the context of establishing a new secondary school. The specific frame of 
reference for my research is the initial six-month planning period and first two years of 
the school's operation. 
Although I am neither a linguist, nor a social semiotician, I am interested in how 
meanings are fixed and settled, transported and transformed from one site to another in a 
variety of forms, and by different agents, in the processes of educational policy making. 
To make sense of the meanings in my data required a shift away from established 
methods used in many policy studies to a method that viewed 'texts' in a far broader way 
than simply spoken and written forms. Adopting a social semiotic approach as a central 
feature of my study provided such a method for analysing a wide range of signs and the 
transformations of these signs, not otherwise considered in policy analysis. Social 
semiotics, with its focus on multiple modes of representation, does not privilege language 
as the only means of articulate communication and representation (Kress, 1997b). To 
illustrate this point, that is, the importance of using social semiotics as an analytical tool, 
I provide an example below. 
BCC was situated at the intersection of two main arterial roads bounded on one 
side by a large housing estate and on the other side by a large, light-industrial area. The 
school was unfenced and situated very close to the roads, houses and industrial area. As 
a 'text', the school buildings and the absence of fences carried multiple meanings. I am 
suggesting: a) the siting of the school was a deliberate (motivated) decision, and b) the 
siting of the school and the absence of fencing carried meanings that were centrally 
linked to other policy changes taking place within the State. I will argue that social 
semiotics provided the most effective means to analyse texts that combined multiple 
modes, such as architectural blueprints and buildings: an issue explored more thoroughly 
in later chapters. 
The chosen combination of methodologies offers a new way of problematising 
policy 'in the making' in the unique context of a new secondary school; an area under-
researched in the educational policy arena. I recognise that there was a range of possible 
theoretical positions or frames to describe and theorise the process of school change and 
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innovation at BCe. However, I selected the four policy areas because they exemplify 
significant differentiating features of BCC, compared with other secondary schools 
within WA. 
I have used these four policy areas to exemplify difficulties associated with 
navigating school level change and innovation in the context of wider State level policy 
agendas. For example, in analysing data around changing work practices (Chapter 
seven), I discuss the tensions that emerged as a result of the incorporation of new State 
legislation into the educational domain. In Chapters six and eight, I also discuss the 
changing context of secondary schooling with respect to 'The Community'. In this way, I 
draw attention to the problems that schools confront when responding to State 
imperatives. I also examine the complex relationships between texts, in order to chart the 
equally complex relationships between different agents associated with the process of 
policy making. It is in this area that the study offers new ways of viewing policy process 
and change and innovation. Many policy studies have neglected to attend to the 
importance of the wider influences that impact on schools and school systems, and 
neglect issues of language and meaning (Maguire & Ball, 1994). I take this point up 
later, in my review of educational policy research, some of which singles out individual 
variables or policies; some of which provides formulaic 'how to' lists, and subsequently 
oversimplifies the processes of school change and innovation (Ball, 1994a). 
In my revisiting the familiar site as 'researcher' I attempt to 'get inside' the policy 
process in order to examine the ways in which individual policy makers and actors 
associated with the establishment of the new school mediated and transformed State 
policies. By 'transformational process' I am referring to the way in which policy actors 
engaged in 'deleting, substituting, combining or reordering a syntagm or its elements' 
(Hodge & Kress, 1993 : 17) in text production in the course of the policy process. 
Individual actors come to the policy process with different motivations, different 
histories and different ideologies. These differences result in struggles and 
transformations, both of texts and in power relations. Social and cultural histories are 
inscribed in policy texts that in tum are inscribed in associated (new) texts. As Kress 
points out: 
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The forms and meanings of texts are determined by 
discourses - systems of meanings arising out of the 
organisation of social institutions - and by genres -
formal conventional categories whose meanings and 
forms arise out of the meanings, forms and functions 
of the conventionalised occasions of social 
interactions. Clearly, both of these sources of the 
forms and meanings of texts are entirely social and 
cultural. Nor are discourses unrelated - social 
institutions tend to have their own particular occasions 
of interaction, and so it seems at times that when we 
are talking about genre we are talking about discourse, 
and talking about characteristics of discourse when we 
are discussing genre. Clearly too, certain discourses 
tend to have preferred relations with certain genres, 
and some genres are incompatible with certain 
discourses. 
(Kress, 1985 :31) 
I have drawn heavily on the ideas of Kress, (1985, 1994a, 1994b, 1995b, 1996), 
Hodge & Kress, (1993) and Kress & van Leeuwen, (1996) throughout the thesis. For 
example, Chapter eight shows the link between established building policy documents 
new curricular documents and architectural drawings. The discourses of change and 
innovation, for example, discourses of flexibility, discourses of economic rationalism, 
discourses of accountability, merged with established discourses and were transformed 
by the planners of the school, into new texts - design briefs and architectural drawings, 
new employment practices and new notions of curriculum and 'community participation'. 
These processes were not just about building a new school. They were about the material 
realisation of the process of policy making. 
Viewing policy in this dynamic way meant that it was by no means a simple task 
to isolate the texts that were to form the focus of the analyses and the account. The 
volume and breadth of the materials spanned a wide range of domains2 and every text 
'told part of the story'. It was the complexity and richness of the data that motivated me to 
provide an alternative account of the process of enacting change and innovation in 
2 (Svendberg, 2000 :226) suggests 'A domain is understood as a sphere of power and control claimed by a 
social entity, where people talk, think and feel along similar paths. In order to construct its own identity 
and to make sense of the surroundings, each particular domain develops a particular sense giving 
discourse'. 
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establishing a new secondary school. My concern was to adopt a methodological and 
theoretical approach that did not result in the distillation of the data into a sanitised 
account that failed to address the complexities of navigating multiple policy agendas in 
the process of establishing a new school within a State education bureaucracy. 
The study also attempts to answer critics, such as Levin and Riffel, who argue that 
schools should, and indeed must change if they are to continue to be influential in 
shaping society into the twenty-first century. 
\Vhile acknowledging the(se) very real constraints, 
we also feel that school systems create some of their 
own difficulties. The ideas, structures and processes, 
which frame and shape their efforts, are essentially 
inward looking and limited. Social changes 
surrounding schools raise fundamental questions 
about the established purposes and organisation of 
schools, as well as the nature and processes of 
education. 
(Levin & Riffel, 1997 :2) 
\Vhile researchers such as Levin and Riffel (ibid.) suggest that external social and 
political systems are demanding that schools change, much of the data from this study 
suggested that external forces often serve as either obstructions to change, or 'glue' to 
cement existing structures into place. In attempting to interpret and apply educational 
reform literature to establishing the new school, it became evident that in many cases 
there were teasingly oversimplified accounts of how to implement change in schools 
(Newton & Tarrant, 1992) and an absence of a clear understanding of what the imagined 
futures for schools might be. My experience indicated that processes associated with the 
planning and adoption of an outward looking and broader vision for a new secondary 
school specifically designed for 'the twenty-first century' required the navigation of a 
range of competing ideologies and discourses. Overall, this thesis focuses on issues 
associated with the regulative power and controls exerted within and outside schools, and 
how these forces impacted on change initiatives, even when the initiative was one that 
was initiated and 'supported' by the State. 
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1.3.1 Professional Background In Innovation and Change In Education 
In this section, I will briefly describe those parts of my professional biography that 
influenced my role as Foundation Principal at Bee. I will discuss my involvement in the 
development of a State-wide literacy professional development programme (Stepping 
Out) for secondary teachers, a professional experience that proved to be a pivotal period 
in shaping my role as Foundation Principal of Bee. In this section I also provide the first 
in a series of vignettes, which are included throughout the thesis. The vignettes are a way 
of contextualising the study in relation to my own agency as teacher/researcher and to 
bring to the attention of the reader, the complexities of working inside the policy process 
within the State of W A. I provide a further explanation of the use of vignettes in the later 
part of this chapter. 
Leading Stepping Out 
Before my appointment to school leadership positions, I undertook leadership roles of 
EDW A professional development and curriculum development projects. These positions 
provided the unique opportunity to research the context and the content of the lower 
secondary curriculum. One of the more demanding roles, Project Leader for Stepping 
Out, required that I research, design, trial and implement a State-wide literacy 
professional development programme for every secondary teacher in the geographically 
vast State of W A. 
As project leader for Stepping Out, I visited secondary schools and classrooms all 
over the State of W A. It was during these visits that I took on the role of participant 
observer (Lindlof, 1995). I tracked students and teachers over time and shadowed their 
actions and interactions over days and weeks. I talked and listened to principals, (head-
teachers), teachers, students, parents and District Superintendents. I watched and 
participated in lessons across the wide spectrum of the secondary school curriculum. I 
logged observations, collected work samples, took photographs, analysed text books and 
tasks and came to an in-depth understanding of the lower secondary curriculum, as well 
as the primary curriculum. 
During the research phase of Stepping Out, I travelled the State of Western 
Australia extensively and visited schools in locations that ranged from remote Aboriginal 
communities in the North west ofWA, bustling sea ports, wheat belt hamlets in the mid-
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west and isolated timber towns in the far south of the State. One such experience I logged 
in detail, was a month-long visit to a number of remote Aboriginal communities in W A. 
It was through my visits to these remote communities that I came to a better appreciation 
of the diverse demands placed on secondary school students and teachers. 
The experience described below in 'Vignette 1-1' illustrates the scope of my role 
as Project Leader for Stepping Out, and the strong influences this position played in the 
shaping of my future work as Foundation Principal of BCC. It also draws attention to my 
early concerns about the contradictions of secondary schools and the durability of the 
'grammar' of secondary schooling (Tyack & Tobin, 1994). These earlier concerns later 
became central policy issues in the establishment of BCC. I also highlight my increasing 
awareness of the magnitude of the task that I had agreed to undertake in addressing 
curriculum change, and the social, political and cultural complexity of localised and 
systemic school reform. 
Vignette 1-1 
We flew into Broome, a large north-western township, 
after a flight of about three hours from Perth. This is 
the ultimate location of travel brochures: vast stretches 
of white sandy beaches, crystal-clear water, 
honeymoons and dreams. This is the location of 
flexible times and balmy breezes and holidays; and 
temperatures that never drop below 25C: the land of 
'she'll be right mate'. 
A smaller charter plane was waiting for us at the 
Broome airport, the young pilot checking the last of 
the equipment: dials, tyres, water cans and logbooks, 
for the second leg of the journey, a one-hour flight. I 
was there with a representative of the Australian 
Schools Council, to visit remote Aboriginal schools as 
part of the planning for the Stepping Out Project. We 
had just enough time to go to Broome town-site to buy 
some provisions to take to the teachers in remote 
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locations - boxes of fruit and fresh bread and milk. 
We settled into the back seats of the tiny twin engine 
aircraft and shortly taxied down the runway. The red 
dirt seemed to be attracted to the pristine whiteness of 
my linen skirt and above the roar of the engine we 
laughed at the prospect of arriving looking decidedly 
untidy. 
The trip up to the northern most tip of W A took 
us over landscape so grand that it defied description. 
The vast alluvial river systems with sparkling 
billabongs were framed by the red landscape, dramatic 
coastline, endless sky and the colours; colours so 
varied and subtle, that they shouted out at you, 
grabbed you. 
We circled over a tiny township, the corrugated 
iron roofs reflecting in the sunlight. A small group of 
tiny figures stood on the ground waving to us furiously 
and as we landed, we saw they were the students from 
the school; shiny-skinned young Aboriginal students, 
accompanied by their teachers and community 
members. 
We were welcomed with great ceremony and 
helped back to the school by the students who 
appeared self-conscious by our interest in them. The 
heat was overwhelming although the principal said 
that the weather was cooler. There was an air of 
excitement tempered with apprehension, as is often the 
case when visiting a school as an 'outsider'. The 
Aboriginal murals on the walls caught our eye as we 
made our way to the staff room. We were introduced 
to all the staff, had tea and cold drinks, and spent some 
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time getting to know the teachers. The EDW A built 
the school in railway carriage style - long buildings 
with verandas and drink fountains. It was much the 
same as those metropolitan schools I had visited the 
previous week in and around Perth, except that the 
whirring of the air-conditioners signalled that we were 
above the 26th parallel (the criterion for air 
conditioning schools in W A). The central courtyard 
was grassed, rather than paved, the sprinklers 
apologetically issuing water. Most teachers had come 
from Perth, having recently completed their training 
and applied for a Remote Aboriginal School. This 
school was a 'preferred location' because of its coastal 
location and proximity to Broome, and so there was 
agreement that they were lucky. Some teachers had 
been there for several years and this was the third year 
for the principal. 
Our negotiated agreement before gomg to the 
school was to visit and talk to teachers, observe the 
full range of secondary lessons, interview and observe 
students and track them through the curriculum over a 
number of days. We also hoped to visit community 
members and to talk to them as well. The schedule for 
lessons and interviews was mapped out, and we were 
keen to begin. 
I was attached to the Year 8 group of students 
who were to start the day with mathematics, then 
science followed by home economics. I watched and 
listened: converting decimals to fractions, chemical 
and physical change, cooking a quiche. The language 
and style of the lessons were as if they were occurring 
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in Perth: the punctuation of activities, the textbooks 
and the discourses, the content and timetable all 
seemed familiar. Every teacher was dedicated to the 
task, committed to engaging the students and getting 
through the curriculum. 
After three, forty-minute periods, the SIren 
sounded and teachers and students emerged; teachers 
retreating to the cool and quiet staff room, students to 
the shaded, cool areas around the school. The pattern 
of lessons continued throughout the day, with students 
engaging in a wide range of subjects with different 
teachers every forty minutes, different texts, different 
tasks. 
We spent the days as planned, watching, listening 
and talking to students and teachers. At lunchtime, the 
students went home to the community and a large 
number of them didn't return. In the afternoon, the 
lessons had noticeably fewer children, some as few as 
two or three, but nonetheless, the teachers continued 
with their planned lessons. The siren sounded the end 
to each period and students packed up and made their 
way to the next allotted subject. 
In the evenings, the balmy breezes provided us 
with a welcome relief from the heat. We walked along 
the beach and visited some of the community 
members. They were fishing on the beach. Young 
children scarcely with their land legs were diving 
fearlessly into the water, sometimes emerging with a 
fish or a crab. The fires glowed along the beach and 
the evening meal of cooked turtle, rich meat with 
greenish fat, provided a celebratory end to the day. 
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We talked to the young people we had observed and 
talked to at school, about their hopes and aspirations. 
Many had not been away from the community and 
many were unsure about what their plans were. 
We drove from this community to many others. 
At one similar school, the Aboriginal School Gardener 
was planting roses in a rose bed just inside the fenced 
schoolyard to celebrate our visit. The temperature was 
above 45 degrees and the yellow 'brickies sand' held 
no promise of sustenance for the new plants. In this 
same location, at the very same time, the events which 
unfolded were predictably the same as those at the 
schools we had visited before and presumably, those 
we would visit in the following weeks: country 
schools, metropolitan schools, remote communities, 
and rural communities. 
(Larsen, Personal journal, July, 1992) 
I worked for three years as Leader of the Stepping Out project, incorporating 
aspects of critical pedagogy (Giroux, 1988), critical literacy (Lankshear, 1997), 
curriculum analysis and school restructuring (Dimmock & O'Donoghue, 1997) as central 
parts to the project. In the process, I constantly struggled with the tensions relating to the 
imperatives around curriculum, pedagogy and subject demarcation. I also recognised the 
power of the secondary curriculum and organisation as differentiating and excluding 
instruments for many students (Bourdieu & Passeron, 1990; Whitty, 1985). I came to 
realise that the issues associated with school change in secondary schools are complex 
and shrouded in social, historical and political ideologies, which policy makers, 
principals, teachers, parents and students interpret, and reinterpret through their 
individual contexts and subjectivities (Sarason, 1991, 1996). 
My research for the Stepping Out project raised many questions. What makes the 
secondary curriculum and organisation so enduring? Why is it that if we talk about 
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SCIence m secondary schools, there is universality about the way the lessons are 
conducted - the types of texts that are used, how students and teachers occupy space, the 
discourse, the tasks and the assessment? Why do schools and school systems find it so 
difficult to engage in change, despite a plethora of literature which suggests that the 
organisational structures of secondary schools and schooling are hegemonic, and fail to 
represent the needs of many students? Why, despite there being enormous pressure to 
reorganise in other ways, do secondary schools cling to an organisational structure which 
segments knowledge into small parcels by breaking the day into disjointed time slots and 
delivering metered doses in an 'age, stage, cage' model? 
During my leadership of Stepping Out I was aware that much of the literature 
about school change, particularly that relating to secondary schools, focused on 
individual components of school change - curriculum implementation, teaching practices 
or assessment procedures (Levin & Riffel, 1997 : 1). That same literature, which in some 
cases advanced this compartmentalised approach, was often openly disparaging of the 
efforts made by schools in responding to change at a fundamental level. Despite the 
volumes of literature about school change (Ball, 1987; Fullan, 1993; Hargreaves, 1994; 
Rudduck, 1991; Sergiovanni, 1992; Stoll & Fink, 1996), there is a good deal of evidence 
to suggest that school systems have remained relatively unchanged and unresponsive to 
the demands of a highly complex and changing society (Angus, 1997; Hargreaves, 1999; 
Rudduck, 1991). 
As leader of Stepping Out, I struggled with the issues of school change. I felt the 
need to move from the position of an 'outside expert' to that of an insider (Todorov, 
1984). When the Foundation Principal position for BCC was advertised I saw it as an 
opportunity to put into practice much of the knowledge that I had acquired in the role of 
external consultant. I felt that this was one way to understand the nuances of the practices 
and create a school in which teachers and students were able to experience a sense of 
empowerment and 'critical agency' (Giroux, 1988 :87) to adopt critical pedagogies 
(Giroux, 1988, 1989, 1992) and improve literacy and learning. Central to these imagined 
changes were new and innovative ways of fostering relationships with adolescent 
students and the community. These included the innovative use of space, the introduction 
of more flexible structures and curricula and the ongomg and explicit support for 
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students' literacy development, which would then in tum, sustain these endeavours. 
At the same time as applying for the position of Foundation Principal of Bee, I 
applied for, and fortuitously won, a scholarship to study at the Institute of Education. I 
negotiated a deferment of the scholarship until the beginning of 1997, and undertook to 
establish the school and work as Foundation Principal for the fIrst two years of its 
operation. The convergence of my appointment as principal at Bee with the winning of 
the scholarship provided me with an ideal context in which to plan and shape my 
research. 
Whilst in the process of establishing the school from July, 1994, I recorded and 
documented in a personal journal, many of the events associated with the day to day 
running of a large new secondary school during the early planning and implementation 
stages. I also collected documents related not only to the school itself, but also to the 
wider political and bureaucratic contexts. 
During 1996, I completed a small project as part of my Masters' in Science 
Education Degree that looked at the leadership challenges associated with implementing 
new initiatives in a new school. This study (Larsen, 1996) examined six teachers' 
perspectives and responses during the opening stages of the middle school at Bee. Since 
the study was limited in scope I felt a need to expand the inquiry. My sense was that the 
policy influences needed to be examined more thoroughly to include a more systematic 
analysis of the influences of new policies on the implementation of change and 
innovation at Bee. That is, I wanted to be able to deal simultaneously with both policy 
and practice in order to incorporate both micro and macro dimensions into the study 
(Raab, 1994). 
It was this motivation to address change through the policy lens that led me to 
build on my original study to a more comprehensive analysis of the data generated in the 
fIrst two and a half years of the establishment of the school. I expanded the research 
database by addressing system-level policies and documentation. In doing so, I identifIed 
and interviewed a range of agents associated with the establishment of the school. These 
included, the leader of the State School Teachers' Union of Western Australia (henceforth 
SSTUWA), architects of the school, the Minister for Education, Senior OffIcers from 
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EDWA and a neighbouring school principal who had been closely associated with the 
development of BCC. 
As Foundation Principal I had the freedom to select staff, contribute to building 
design and site planning, plan curriculum and an imprimatur to 'be innovative'. Since the 
State had initiated the Project, it would be reasonable to expect that change and 
. innovation would be relatively easy and well supported. On the surface, responding to the 
challenge to open a new school on a green-field site would seem to be an 'ideal' of many 
principals and educators. However, as Foundation Principal, I found the process that 
unfolded in the establishment BCC both exciting and turbulent. 
In this study I argue that school change and innovation does not always begin with 
a focus on students and their learning, but can evolve through the contestations between 
broader social and political forces. I will present an analysis of the relationship between 
the micro setting of the school and the broader social, economic and political setting of 
WA. Like Ball (1994a) I argue that it is not possible to view school change and 
innovation without analysing these inter-relationships. 
1.4 Definition of Concepts Used in the Study 
In this section I will outline the following concepts: change and innovation, policy, texts 
and discourse, culture, ideology, middle schooling, and systemic schools, that I have used 
in theorising my research. A number of these terms are examined more thoroughly in 
chapters four and five, however, I provide the following definitions as an introduction. 
Change and Innovation 
'Change' in relation to education is ubiquitous. It is a difficult term to pin down in 
relation to schools because it has been used interchangeably across the full spectrum of 
concepts relating to curriculum, governance and assessment (Altrichter, 2000). I have 
adopted Marsh's focus on change and innovation as a planned intentional process, 
because the implementation of change at BCC was directed at fundamental changes to 
the structure of lower secondary education, as it was known, in W A. Coupled with this 
change were a number of significant changes linked to a broader devolution agenda. 
Marsh suggests that the term 'change' can denote both planned and unplanned 
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shifts and is a generic term used widely to incorporate 'innovation, development and 
adoption' (ibid.). For Marsh the term 'innovation': 
(M)ay mean either a new object, idea, or practice, or 
the process by which a new object, idea or project 
comes to be adopted by an individual group or 
organization. 
(Marsh, 1997: 185) 
Fink defines innovation as 'a new idea, method or invention' (Fink, 1997 : 12), and 
recognises the importance of context. Fink (ibid.) defined innovative new schools as 
those 'in which the staff is prepared to introduce and experiment with educational 
practices that substantially alter the 'grammar' of schooling' (p.12). Innovation in new 
schools is also typically associated 'with strategies and processes that involve 
experimentation with non-traditional purposes, roles, relationships, structures and culture' 
(Fink, ibid.). Fink suggests that what is seen as innovative in one context may not be 
considered innovative in other settings/countries. That is, the 'context of situation' and 
'context of culture' (Halliday & Hasan, 1985: 6) are important in defining innovation with 
respect to new schools. 
The theoretical approach used in this thesis recognises that change is always 
materialised in and through discourse. Texts, as the material realisation of discourses, are 
systems of signs that are constantly changing, reflecting changes in the broader social and 
cultural settings. As Hodge and Kress suggest: 
Terms in a system have value by virtue of their place 
in that system. At the same time, a system is 
constantly being reproduced and reconstituted in texts. 
Otherwise it would cease to exist. So texts are both 
the material realization of systems of signs, and also 
the site where change continually takes place. 
(Hodge & Kress, 1988: 6) 
In the context of establishing a new school within W A, terms relating to curriculum, to 
workplace and recruitment practices and to secondary schooling more generally were 
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being reworked and reconstituted. These processes of change were constitutive not just of 
the systems of knowledge but also of the social identities and relationships of those 
associated with establishing BCe. 
Policy 
In Chapter four I provide a more detailed discussion of the term 'policy'. For now 
however I will indicate that in this thesis I am centrally concerned with the relationships 
between policy processes and the social practices associated with policy making. Policy 
cannot be reduced to an abstract set of steps, or a formulaic list of stages that function 
independently of the meaning and the social, political and historical context Therefore, 
the term 'policy' is used in this thesis to refer to the multiple texts that arise from the 
process of 'policy in the making'. Policy in this sense is seen, as a material process as 
well as a social semiotic practice which results in a variety of representations arising from 
struggles and contestations: 'they are textual interventions into practice' (Ball, 1994a 
:18). 
Texts and Discourse 
The term 'text' is used within the thesis to mean: any representation, socially made, 
complete, integrated in its environments in a number of cultural (semiotic) modes 
through which members of a culture, take, receive, make and remake meaning (Kress, 
Spoken Communication, 2000). In viewing texts from a social semiotic perspective 
'texts' including spoken, graphic, drawn, architectural, built and most generally actional 
forms (Lemke, 1998) are understood as the material realisations of discourse (Halliday, 
1978; Hodge & Kress, 1988; Kress & van Leeuwen, 1996; O'Toole, 1994). From a policy 
perspective, this means that I am not focussing exclusively on the finished policy text: 
nor do I see meaning making occurring through language alone. Rather, I am interested 
in how policy meanings are negotiated and made with all of the resources at our disposal: 
that is through a range of modes. 
The term 'discourse' was well elaborated by Foucault, who recognised that social 
processes involved the creation of 'preferred' meanings that served as a framework of 
inclusions and exclusions (Foucault, 1978). That is, discourses defme rules about what 
can and cannot be said, by whom, and when. In this sense, discourses interpolate 
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subjectivity within a field of power relations and therefore functions as both possibility 
and limitation (Romero, 1998). Discourse analysis has been defmed in many ways 
(Jaworski & Coupland, 1999; Macdonell, 1986; Thompson, 1984; Titscher, Meyer, 
Wodak, & Vetter, 2000) and is increasingly being used by policy researchers (Codd, 
1988; Fulcher, 1989; McHoul, 1984; Taylor, Rizvi, Lingard, & Henry, 1997) as a means 
of 'getting inside' the policy process. Given the variety of definitions of discourse, I have 
focused on those that emphasise the constitutive and constituting nature of discourse 
(Fairclough, 1992). Hodge & Kress, (1993) suggest that "discourse' has a general sense 
equivalent to 'semiosis' (the construction and circulation of signs)' (p.158). Fairclough, 
(1992) proposes a complementary defmition of discourse suggesting that 'Discourse 
constitutes the social ... social relations, social identity and knowledge' (p.28) are 
determined and shaped by discourse. The effects of discourse upon society, outlined by 
Fairclough, correspond closely to the three 'metafunctions' of language described by 
Halliday, (1978); the experiential (the representation of events), the interpersonal 
(negotiating social relations) and the textual (the weaving together of the experiential and 
interpersonal functions of meaning). Fairclough, (1992) also recognises the importance of 
acknowledging that 'discourse as an ideological practice constitutes naturalizes, sustains 
and changes significations of the world from diverse positions of power relations' (p. 67). 
'As a term then, discourse conjoins language use as text and practice' (Deacon, 
Pickering, Golding, & Murdock, 1999 : 147). In the context of this study, the focus on 
discourse and texts is designed to sharpen the gaze on the ongoing process of social 
semiosis in the setting of the Western Australian education community in the mid 1990s. 
By examining the process of text production and scrutinising texts within the social and 
historical context of establishing a new government secondary school in W A, I provide 
an analysis of the discursive struggles associated with policy-making processes in the 
context of establishing a new school. While Discourse Analysis has typically focussed 
on linguistically realised texts, the social semiotic approach that I utilise, recognises that 
we do not make meaning with language alone (Lemke, 1998). Social semiotics is 
concerned with how we make meaning with all the resources at our disposal. Meaning 
making 'is the result of cognitive/semiotic work in any semiotic mode' (Kress, 1997b :3). 
In the multi-modal approach suggested by Kress and van Leeuwen (1996) and Lemke 
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(1998) the method involves analysis of all the representational modes which are at play in 
any text. 
As Lemke stresses: 
Ideology 
In countless texts and acts of meaning-making the 
members of a community simultaneously use language 
and the semiotic systems of depiction and graphics, 
movement and gesture, music, fashion, food and every 
other mode of socially meaningful action in their 
culture. 
(Lemke, 1998: 1) 
Within this study, the emphasis is on examining the inscription of social power within 
discourses and evident within texts, related to and arising from a range of policies that 
impacted on the establishment of BCC. The term 'ideology' is widely used in research 
related to school change and innovation, most notably within post-structural analyses, 
which focus on discourse. Within the context of this study, I have adopted a semiotic 
theory of ideology, proposed in the first instance by Voloshinov, (1973) and later taken 
forward by Michel Pecheux, (cf.Eagleton, 1991; Montgomery, 1992) and Hodge and 
Kress (1993). 
A semiotic theory of ideology emphasises the relationship between language and 
other modes of representation, power and ideology. 'Ideology', suggests Eagleton 'has to 
do with legitimating the power of a dominant social group or class' (ibid.:5). Power is 
also an effect of discourse. As such, each discursive formation prescribes a set of rules 
'which determine what can and must be said from a certain position within social life; and 
expressions have meaning only by virtue of the discursive formations within which they 
occur, changing significance as they are transported from one to the other' (Eagleton, 
ibid.). This definition by Eagleton suggests that ideologies are not static and fixed, but are 
dynamic and in a constant state of change. As Martin argues: 
Ideology can be interpreted more as a type of language 
dependent on the use to which language is put. Here 
were are looking at ideology in crisis, undergoing a 
process of change during which speakers take up 
options to challenge or defend some worldview that 
has prevailed to that point in time. 
(Martin, 1986, cited in Mills, 1995: 12) 
34 
Culture 
Halliday and Hasan suggest that culture 'is an integrated body of the total set of meanings 
available to a community: its semiotic potential ... which includes ways of doing, ways 
of being, and ways of saying' (Halliday & Hasan, 1985 :99). The intersection of 'culture' 
and 'power' calls into play key questions concerning the capacity for individuals to 
negotiate the wide range of power across different discursive spaces, in order to effect 
change and innovation in schools. 
For Halliday and Hasan, 'semiotic potential is culture' (ibid.: 100; original 
emphasis). '(W)ays of doing, ways of being and ways of saying' (ibid.) are directly 
related to a given situation and culture. For example, in this study, the introduction of 
middle schooling was a new construct. In other Australian States, and in other countries, 
middle schooling was an established and distinct phase of schooling (Hargreaves, 1986). 
In W A, the opening of BCC as a middle school created a 'situation' which threw into 
relief quite distinct issues relative to the existing 'situational values' (Halliday & Hasan, 
1985 : 100) associated with secondary schooling. The existing situational values, which 
had been normalised into the discourse of secondary schooling in W A, were being 
challenged and reworked through new discourses associated with middle schooling, 
community participation, integrated curriculum and new employment practices. 
Middle Schooling 
Until the opening of BCC, schooling within W A had been organised into primary - pre-
primary through to year seven (ages 5-12), and secondary, year eight to twelve, (ages 13-
17). The opening of BCC signalled the introduction of 'middle schooling' as a distinct 
phase of schooling in W A and for the fIrst time, this terminology found its way into the 
State educational discourse. In this study, I have used the term to signify the school years 
7-9, in line with the emerging trend in Australia to rethink the organisational structures 
and pedagogical approaches for the schooling of adolescents (Eyers, Cormack & Barrat, 
1992; NBEET, 1993). There is not agreement on the ages that defme the middle years. 
Throughout Australian States, different school systems have denoted the middle years in 
different ways, depending on existing primary and secondary schooling. In some States, 
middle schooling encompasses primary and secondary years, in other States middle 
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schooling is associated more with lower secondary schooling (Jackson, 1999). 
Systemic Schools 
I have used the term 'systemic schools' to refer to public primary and secondary schools 
which have traditionally come under the jurisdiction of the Western Australian State 
Education Bureaucracy, EDW A. 
1.5 Authorial Styles used in this Thesis 
Eisner, in his article, The Promise and Perils of Alternative Forms of Data 
Representation, suggests that '(H)ow one writes shapes what one can say' (Eisner, 1997 
:4). In structuring the thesis, I have adopted a reflexive approach (Ellis & Bochner, 
2000; Steier, 1991) incorporating two main authorial styles. The first, and dominant 
authorial style is in keeping with the stylistic conventions typically associated with 
writing a Ph.D. I have however, adopted a first-person authorial style. This writing style 
situates the work within a paradigm that acknowledges that the act of constructing an 
account is a highly personal enterprise. As Salmon suggests, writing in the first person: 
allows - in fact, demands - that what is said reflects 
the particular situation, experience, understandings 
and dilemmas of the speaker. It is ultimately those 
which govern the meaning, or lack of meaning, that 
any academic material will have. 
(Salmon cited in Weil, 1989 :20) 
The research was undertaken in two distinct phases. The period between July 
1994 and December 1996 was the time when I was Principal of the schooL In 1997 I 
assumed a different social identity: that of Ph.D. researcher. In this sense the study 
embodies a 'double historicity' (Wulf, 1996 :49): the historicity of planning, opening and 
working as Foundation Principal of Bee, 'and that of the investigation itself (ibid.) The 
second authorial style acknowledges this 'double historicity' (ibid.) and draws on 
autobiographical data to theorise the process of change and innovation at Bee. In 
adopting an autobiographical approach (Graham, 1991), I have incorporated vignettes to 
exemplify different aspects of the study and to situate the work in relation to my own 
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stance and epistemological journey. They serve not only as a focus for the juxtaposition 
of the everyday context of the process of establishing a new school, but also as a 
'counterpoint to the chronological story' (Weil, 1989 : 19). 
The vignettes are situated in a different time and location - a time when I 
occupied an entirely different position to that of researcher. Most recount experiences 
associated with my roles as school principal or leader of large curriculum projects 
implemented throughout the government school system in W A. They are written from a 
different subjective positioning and are incorporated to 'provide a sense of particularity': 
(Eisner, 1997 :8) of myself as school principal and as an agent in the policy process. The 
vignettes are also included in order to provide the readers of the work with the historical 
context and an understanding of the 'real world' of a newly established school. Through 
these accounts, I seek to provide what Denzin and Lincoln describe as 'some powerful 
prepositional, tacit, intuitive, emotional, historical, poetic and empathetic experience of 
the Other via the texts (we/I) write' (Denzin & Lincoln, 1994 :582). The vignettes should 
be read as 'mediated texts', crafted by myself as principal, influenced by my own reading 
of the situation and my own subjectivity and read alongside the empirical analysis, for as 
Ericson suggests: 
(E)ven the most richly detailed vignette is a reduced 
account, clearer than life ... it does not represent the 
original event itself, for this is impossible ... [It] is an 
abstraction: an analytic caricature (of a friendly sort) 
that highlights the author's interpretative 
perspective. 
(Ericson cited in Miles & Huberman, 1994 :83, original emphasis) 
In adopting two authorial styles, I argue that each style serves a complementary 
purpose in shaping the thesis. The vignettes provide 'a concrete, focussed story which 
will be vivid (and) compelling' (Miles & Huberman, 1994 :83) in order to serve as an 
elaboration of the events and give 'contextual richness' (ibid.) to the main body of the 
research. The main body of the thesis provides a different 'take' on the context of 
establishing the school. It is a revisiting of a 'familiar place' in a different location, and 
through a different lens - a 'second distancing' (Todorov, 1984) which allows me to 'cast 
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at it the look of a foreigner' (ibid.) in order make sense of the experience and to theorise 
policy processes in action. 
Citations from Field Data 
Citations from interview data are signalled within the study in italicised print. These 
quotations are used to substantiate the points made within the empirical framework. In 
selecting citations I have been rigorous in my attempts to represent the intent of the 
comments as fairly and honestly as possible. A full list of the interviewees, including a 
description of their individual roles, is included in the Appendix 1 (page 315). I discuss 
the issues associated with transcription of interviews more thoroughly in the 
methodology chapter, however I signal the stylistic conventions as an initial introduction. 
Use of Appendix 
Whilst the main body of the thesis has been written to stand alone, a number of 
documents have been included in the appendix. These documents provide additional 
information relevant to specific content presented in the main body of the thesis. Where 
reference is made to materials within the appendix, the item is indicated with a page 
number for ease of access. 
1.6 Outline of the Thesis 
The thesis is organised into five sections as follows: 
Part One - The Problem, Setting and Context 
Chapter two provides contextual background to the study and includes details of 
Australian educational policy at both Federal and State levels. The discussion includes 
historical background of significant policies and initiatives for innovation and change in 
W A and draws extensively on educational change literature in order to highlight the 
origins of many of the changes being proposed at BCC. The chapter also provides a 
description of the processes used in establishing BCC as Western Australia's first State 
middle school within a secondary school, as well as significant policies which were 
influential in determining the directions of change in the State education system. 
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Chapter three provides a description of BCC, including information relating to the 
processes and procedures used to establish the school. This chapter serves as a further 
context for the analytical chapters. 
Part Two - Theoretical and Conceptual Framework 
Chapter four is organised into two main parts. The fIrst is a review of contemporary 
educational policy literature. While there is an enormous range of literature relating to 
what schools should and could do to change, I have taken on board Popkewitz and 
Brennan's criticism 'that many of the dominant and liberal educational reform discourses 
tend to instrumentally organise change as logical and sequential' (Popkewitz & Brennan, 
1998 :7). I examine the educational policy literature and discuss the dominant discourses 
that have gained valence in recent times. I then talk about the increasing tendency within 
policy research to use discourse analysis as a means of explicating a more thorough 
understanding of policy processes. 
Chapter four also includes a more thorough explanation of critical discourse 
analysis and social semiotics providing a rationale for their theoretical and 
methodological value in this study. 
Chapter fIve outlines the research methodology. This chapter provides a 
description of the processes undertaken in the collection and selection of data for the 
study. The chapter also provides a discussion relating to the atypical role that I adopt as 
researcher and Foundation Principal of BCC. In this chapter I also address the theoretical 
considerations of autobiographical narrative and issues of reflexivity as part of the 
research process. 
Part Three - Contestations revealed within the Case Study 
Chapters six through eight provide a discussion and analysis of the data around the four 
key policy areas that are central to addressing the research questions. Each of the chapters 
focuses on how agents within the discursive fIeld of education in W A, and more 
particularly within the context of BCC, participated in the mediation and transformation 
of policy. The fIrst of these, Chapter six provides an analysis of two policy changes 
initiated at BCC. These include the introduction of middle schooling and expanding the 
role of 'the community' in the decision making process. In this chapter I provide 
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evidence of the shifting social and political contexts which resulted in the uncertain 
commitment to the establishment of BCC as the State's fIrst middle school. During the 
time of the establishment of BCC, the Western Australian government and the State 
education bureaucracy circulated discourses that were aimed at mobilising the local 
Ballajura community in order to win support for the establishment of BCC as the State's 
fIrst middle school. While overcrowding in local primary schools was identifIed as a key 
factor for including year seven students, the particular construction of reality was 
'delocated and relocated into the pedagogical situation' (Cho & Apple, 1998: 270). Thus 
middle schooling, with all its 'educational advantages' was the predominant discourse 
used to mobilise support. Within a 'recontextualising fIeld' (Bernstein, 1996 : 116), the 
actors within the school community - teachers, students, union leaders, parents and 
community members, mediated, reinterpreted, transformed, and struggled in order to 
make meaning of the policies relating to the establishment the State's fIrst middle school. 
Chapter seven focuses on the impact of new State government policies relating to 
employment practices that impacted BCC in two signifIcant ways. In the fIrst instance, 
there were major changes to employment policies and practices in respect to the selection 
of the principal. A second impact resulted in the introduction of site-based merit 
selection at BCC, and limited term tenured appointments for all staff. This chapter 
provides an explanation of some of the diffIculties encountered in the early stages of the 
establishment of the school and reveals many of the contestations associated with the 
processes of navigating policy changes within the changing social contexts of the State. 
Chapter eight focuses on the data relating to the architectural arrangements at 
BCC. This chapter raises issues with respect to the relationship between school buildings 
and their impact on change and innovation. In this chapter I demonstrate the way in 
which State policies were conflated with educational policies and then mediated and 
transformed by planners and architects of the school. This chapter expands on the 
discussion relating to community involvement in planning BCC, demonstrating how this 
policy was imbricated into the BCC buildings. 
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Part Four - Key Findings and Conclusion 
The fmal chapter, Chapter nine provides a discussion of the overall findings of the study. 
These findings are discussed firstly in relation to the research questions posed and 
secondly in relation to how they support broader issues of innovation and school change 
in secondary education. The chapter also includes a discussion of the research methods, 
including the contributions of the study, its strengths and weaknesses, as well as 
suggestions for future enquiries. 
Part Five -Bibliography and Appendices 
Part five includes the bibliography and appendices. The appendices include 
documentary evidence as discussed within the thesis. 
1.7 Conclusion 
This chapter has provided an overview of the scope of the study, including the rationale, 
the research questions, the framework of the study, and some key defmitions. As I have 
suggested the study focuses on the contestations arising from change and innovation in 
the context of four key policy areas which were influential in the establishment of BCC, a 
new Western Australian government secondary school. 
Chapter two provides the contextual background to the research site. The chapter 
provides an overview of State education in W A, because it was within this context that 
BCC was established. 
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Chapter Two 
Historical Antecedents - Policy Contexts of Change and 
Innovation in Western Australia 
2.1 Introduction 
In order to understand both the 'broad and local contexts' (Cicourel, 1992: 295) in which 
discourses of change and innovation circulated, it is important to trace the broader policy 
initiatives that impacted on the establishment of BCC. In this chapter I provide an 
overview of the Western Australian State education system. I make reference to a range 
of National and State projects and policies that impacted indirectly or directly on the 
design and implementation of change and innovation of BCC. In addition, I discuss the 
major EDWA policy reports on change, that were released prior to the opening ofBCC. I 
also discuss the local and my own personal contexts. There were multiple policy agendas 
being developed by EDW A in the lead up to the establishment of BCC and these had a 
profound influence on the establishment of the school. From 1987 onwards there was an 
intensification of policy changes directed towards devolution (Hoffman, 1994) and many 
of these changes impacted significantly on the design of BCC. I begin the chapter with a 
brief introduction of education in the National context and then provide a more detailed 
discussion of the Western Australian government school system, making specific 
reference to significant policy changes that later influenced the establishment of BCC. 
2.2 Education at the National Level in Australia 
In Australia, the Federal Government does not have constitutional responsibility for 
education (Robertson, 1994). Individual State systems are enacted by the respective State 
parliaments and administered through their educational bureaucracies. State systems 
determine State-wide legislative frameworks and policies for most operational procedures 
in the delivery of education. This means that there is significant variation from State to 
State. For example, there are differences in starting ages, transition ages from primary to 
secondary schooling, curriculum, assessment, industrial conditions for teachers and 
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school governance procedures. 
Whilst Australia's education system is legislated and administered at the State 
level, national funding policies do impact significantly on State-level bureaucracies. In 
fact, increasingly, there has been greater intervention and intrusion by the Federal 
government into State-level policy (Luke, Lingard, Green, & Comber, 2000). The 
Australian Education Council determines national goals for schooling and ties the 
attainment of these goals, along with other determinants, to national funding of State 
education systems. A case in point is, The National Policy for the Education of Girls in 
Australian Schools, promoted by the Hawke Labour government, as part of the National 
Agendafor Women (Taylor et aI., 1997). It is a notable example, since all State education 
bureaucracies participated in a major policy initiative. 
Since the late 1980s, under the 'meta policy' (Yeatman, 1990) of economic 
restructuring, the federal political structure of Australia has experienced economic and 
social change. At the same time, radical changes in industrial relations legislation at the 
federal level, such as the Industrial Relations Commission's (IRC) landmark decision of 
March 1987, meant that wage rises were to be linked to increases in productivity 
(Robertson, 1996). This legislation precipitated significant changes in educational policy-
making at both federal and State levels, resulting in a redefinition of 'Minister-bureaucrat 
relationship(s). It also resulted in governments at all levels pursuing narrower and more 
tightly controlled policy agendas with a related emphasis on policy outcomes in a 
situation oflimited financial inputs' (Lindgard, 1996: 41-42). 
One effect of federal level policy changes relating to the IRC decision, was that 
education policy became sharply focussed on economic reforms. Most State education 
bureaucracies were subsequently restructured under the rubric of 'corporate 
managerialism' (Pusey, 1991). At the State level, the focus on economic concerns 
resulted in the devolution of responsibilities to local administrations to ensure greater 
'efficiency and effectiveness' (Taylor et aI., 1997: 80) of policy delivery. 
Corporate managerialist approaches emphasised the need for increased efficiency 
and a reduction in costs. Additional features that were stressed included: 'corporate 
planning, programme budgeting, programme goals, performance indicators, some 
performance-based employment contracts for senior managers, appointment of generic 
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managers expert III management but not in a specific professional domain, a more 
flexible 'hiring and firing' regime (beyond the career public service) and the introduction 
of efficiency audits and the like' (Taylor et aI., 1997). 
In 1987, corporate managerialist approaches were adopted by EDWA as a means 
of devolving administrative tasks and budgets to local schools (Hoffman, 1994). Many 
of the 'corporate managerialist' features suggested by Taylor (ibid.) were referred to in the 
report Better Schools (Ministry of Education Western Australia3, 1987) and implemented 
in the five years prior to the establishment of BCC. The report, Better Schools (ibid.) 
was significant because it signalled a radical change for public education in W A, a key 
aspect of which was a commitment to devolution. Devolution took place under the banner 
of 'restructuring' which linked educational change to the broader politics of economic 
restructuring (Hoffman, 1994). The Western Australian government's intention to further 
extend the devolution agenda coincided with the opening of BCC. The domino effect of 
this was that BCC was viewed as a potential testing ground for pushing forward the 
devolution agenda in policy areas including site-based merit selection and tenure of 
principals and teachers, and the expanded involvement of the community. 
2.2.1 School Restructuring 
Halsey and his colleagues (Halsey, Lauder, Brown, & Stuart-Wells, 1997) have detailed 
one of the most comprehensive anaiyses of school restructuring. Their initial discussion 
and later chapters provide an overview of the definition and effects of restructuring on 
education over the last decade. In their introductory discussion, the authors suggest that 
the term 'restructuring' has been widely used to describe the process of change in schools 
and is generally linked to widespread changes to the economy and the state. The authors 
suggest that radical economic and cultural changes in Anglophone countries have 
resulted in a redefinition of relations within the state, linked to New Right and Neo-
Conservative (Brown, Halsey, Lauder, & Stuart-Wells, 1997) ideologies. Underscoring 
the economic and cultural changes have been new policies relating to the way in which 
the state positions itself with respect to individuals' lives (Halseyet aI., 1997: 20). 
3 The title 'Ministry of Education Western Australia' was a temporary change during the period 1987-1993. 
With the exception of this period, the State education bureaucracy has been titled 'The Education 
Department of Western Australia' (EDW A). 
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The defining element in the restructuring of education in Australia has been the 
imposition of the virtues of economic rationalism and the 'new managerialism' (Marshall 
& Peters, 1999: xxv). This has resulted in 'devolution', 'choice', 'competition' and 
'flexibility' being advocated by both federal and State level policy makers in Australia 
(Robertson, 1996: 43). In general, the political economy of the New Right argued that 
competition and private enterprise were key to improving productivity and a way to 
redress the dependence created by the economic nationalist welfare state. Central to this 
argument was the premise that individuals are responsible for their own destinies and that 
the poor and those dependent on the state should be provided with incentives to establish 
a culture of individual enterprise as a vehicle for economic competitiveness. The 
implication for schools was that they were viewed as structures that exist within the 
broader social, political and economic structure and that they too should 'restructure' in 
line with changes in wider society, in order to extract greater value for the educational 
dollar. Here the changing ideology gave primacy to human capital theory (Fitzsimons & 
Peters, 1994) linking micro economic reform to schooling. 
Making reference to 'restructuring' Kenway, (1997: 336) suggests that the two 
major dimensions of restructuring of education in Australia are centralisation and 
decentralisation. For Kenway, centralisation refers largely to the process of state 
influence on matters relating to curriculum, training and professional development and 
accountability. Decentralisation on the other hand, relates to the process of devolution, 
local management of schools, 'deregulation, dezoning, disaggregation and 
deinstitutionalisation' (ibid.). Kenway argues that many of the decentralisation strategies 
in Australia, as elsewhere, were aimed at destabilising unions and other organisations, 
including central bureaucracies and parent representative groups in order to effect 
fundamental changes to the schooling system. She notes: 
Without doubt the economy is the master discourse 
and its associated rationalisation and efficiencies 
dominate both sides of the agenda. There is no perfect 
equilibrium between these two agendas and it is 
predictable that struggles will eventuate between them, 
and that largely because of funding cuts to schools, the 
decentralising! marketising! commercialising! 
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privatising agenda will win out, despite government 
efforts to maintain control through centralisation. . ... 
Downsizing and outsourcing have become the order of 
the day. 
(Kenway, 1997: 336) 
From 1987, the 'restructuring agenda' has had a significant influence on Western 
Australian schools, primarily reorienting them away from strictly pedagogical and 
curriculum matters, to matters of accountability and control. Moreover, these changes 
resulted in widespread and dramatic changes to the management and control of schools in 
W A. The release of Better Schools (Ministry of Education, 1997) marked the beginning 
of a period of unprecedented activity for EDWA, with the introduction of a wide range of 
projects, reports and policies that were all aimed at restructuring the public education 
system. 
2.3 The Western Australian Context - A Brief History of Change and 
Innovation 
The Government ofWA established the EDWA in 1895 'with a mandate for free, secular 
and compulsory education' (Angus & Olney, 1998: 5). Alongside these philosophical 
ideals was a commitment to 'uniformity and control' (ibid.). This commitment resulted in 
the view that students from all over the geographically vast State of W A - be they in 
metropolitan, rural or in remote and isolated communities, could rightfully expect 'a 
common curriculum taught by qualified teachers in schools designed and organised 
around common principles' (ibid.). The public education system became synonymous 
with the EDWA, with centralised governance and control spawning bureaucratic and 
administrative structures, which endured, largely unchanged, until the late 1980s. 
The 'uniformity principle' resonated with egalitarian ideals espoused by most 
Western Australians, ensuring that a comprehensive curriculum in neighbourhood 
primary and secondary schools was viewed as 'an emblem of social cohesion' (Angus & 
Olney, 1998 :7). There were no selection criteria for entry to schools, apart from regional 
zoning that determined school catchment areas. Common entry ages, resourcing, staffing 
and curriculum were all applied through centralised EDWA policies and legislative 
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frameworks. 
Until the early 1980s EDWA paid trainee teachers through a bonding system that 
required that they would teach anywhere across the State for a period equivalent to the 
period of funded training. The· bonding system and mandatory country service as a 
requirement for permanency and promotion meant that the central bureaucracy uniformly 
administered the staffing of systemic schools across the State. Consequently, government 
primary and secondary schools were relatively homogeneous. Schools in regional 
country and remote locations were generally staffed by new graduates and aspiring 
principals who had conditions of permanency and promotion linked to a minimum term 
'country service'. For government schools, 'innovation' generally took the shape of 
school-based curriculum initiatives or wholesale systemic projects, (such as First Steps 
and Stepping Out) which were uniformly applied to schools across the State. 
In 1994-1995, at the time of opening BCC, EDWA managed the delivery of 
education in approximately 767 government schools. In WA, in new, high growth urban 
suburbs, new schools often have rapid population growths, followed by a slow decline in 
student numbers, typically over a period of twenty years. To address the problem of 
declining student numbers, during the 1970s, some Western Australian secondary schools 
offered specialist programmes in order to attract students and to prop up declining 
enrolments in maturing suburbs. Programmes such as 'special art and music', were 
offered and in 1981, against a backdrop of opposition from some schools (Jenkins & 
Tuettemann, 1984), programmes for 'gifted and talented' students were reintroduced.4 
The idea of specialisation expanded in W A, and programmes in a range of areas 
including cricket, aeronautics, music, art, hospitality, languages and dance were initiated 
in a number of secondary schools throughout the Perth metropolitan area (Angus, 2000). 
The central bureaucracy controlled the establishment of these specialist secondary 
schools and limited their number and location. In 1981, a State-wide policy for 'gifted 
and talented' students resulted in the establishment of a number of secondary schools 
being tagged for the provision of specialist 'gifted and talented' programmes. Secondary 
schools were selected in strategic locations around the metropolitan area and then 
2 Selection of students on the basis of intellectual ability had been disbanded previously, after opposition 
from some schools claiming that the most talented students were being 'creamed off. See (Docking, Watt, 
& Joyce, 1978). 
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competed for students, based on academic testing. 
This meant that existing zoning rules did not apply for students participating in 
these programmes. Thus, within a system that espoused uniformity and homogeneity, a 
quasi. -selection process took shape. Notwithstanding the fact that the motivation to 
attract students rested largely on issues associated with declining enrolments and the 
economics of offering a broad curriculum, specialist secondary schools continued to offer 
a largely uniform curriculum. This was particularly evident in the lower secondary years 
(traditionally years 8-10), with specialist programmes being 'wrapped around' the 
standard curriculum, with after-school and some Saturday classes being used to 'top up' 
the area of specialisation. 
In 1987, the introduction of a new lower secondary curriculum, (The Unit 
Curriculum) saw a strengthening of centralised control. Underpinning The Unit 
Curriculum was a motivation to provide lower secondary students with greater scope for 
flexibility and variation, and thus, more control over the units they studied (Dimmock & 
O'Donoghue, 1997; Klenowski, 1989). The intention for schools was to offer a wide 
range of units for lower secondary students who could select units according to their 
interests and ability. Whilst flexibility and student choice were implied in the original 
Unit Curriculum proposal, staffmg ratios and limited resourcing meant that in fact, it 
became highly inflexible. Not only did schools find it difficult to timetable to 
accommodate the intended flexibility but the Unit Curriculum was implemented m 
extreme haste, with minimum in-service training for teachers and very few curriculum 
materials. Teachers across the State engaged in a flurry of activity to produce and 
disseminate unit materials through professional and personal networks and associations. 
It was therefore not uncommon to observe students in a remote Aboriginal community 
school in the far north of the State (as illustrated in the first vignette), participating in 
almost identical lessons to those students in metropolitan schools, with identical 
worksheets. 
Under The Unit Curriculum, accountability rested largely with Subject 
Superintendents who were located in Perth, at the Central Office of EDW A. Subject 
Superintendents and members of the Secondary Education Authority visited secondary 
schools on an annual basis and engaged in moderation of unit materials and assessment 
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tasks and gradings. At the completion of Year 10, the final year of compulsory schooling 
in W A, students were provided with a school-based assessment and report, based on the 
units they had studied. Post compulsory students selected courses for either vocational or 
tertiary pathways and usually studied between four or six subjects in their [mal two years 
of schooling. Formal external assessment of students took place at the end of year 12, 
when students undertook State administered exams for tertiary entry and vocational 
training pathways. 
2.3.1 Alternative Schools within the EDWA 
The pattern of homogeneity evident in EDW A policies meant that opportunity for 
variation in the lower secondary areas, other than curriculum specialisation in 'specialist 
high schools', was rare. Certainly, the centralised structures of Subject Superintendents 
and staffing meant that EDWA formally monitored and moderated teachers, to ensure 
consistency of curriculum across the State. EDW A did however have two previous 
forays into establishing alternative schools within the regulated system. These included 
the establishment of Willeton and Wanneroo High Schools and Spearwood Alternative 
School, a primary school on the fringes of the south metropolitan corridor. 
Wanneroo and Willeton High Schools 
These two secondary schools were both opened in 1977 with promises of innovative 
structures and alternative operations. Unlike all other systemic schools, EDWA opened 
the schools with the opportunity for merit selection of the principal and staff. While the 
schools were initially held up as 'alternative' schools within the system, by the 1980s 
each came under the standard regulatory frameworks governing appointments of teachers 
and the principal. Consequently, they took on the appearance of most secondary schools 
within the system. By the 1990s, there was very little to distinguish either school from 
standard neighbourhood high schools, and centralised appointments of staff, standard 
curriculum structures and governance were reintroduced. 
Spearwood Alternative Primary School 
Spearwood Alternative School was established by EDWA established under the auspices 
of the Commonwealth Schools Commission Project for Choice and Diversity in 
Government Schooling (Angus & Olney, 1998: 32). This primary school, established in 
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1984, was the first government school in W A with greater flexibility for staff selection 
and curriculum development. Not only did this government school have power to select 
its own principal and teaching staff, it was given the opportunity to implement local 
governance procedures, through the establishment of a School Council made up of parent 
and student representatives. Whilst the school had the potential to lead the way in greater 
flexibility within a highly regulated government system, it remained a lone example. 
There was no further expansion of alternative government-run primary schools within 
W A. These examples illustrate that EDWA had a tendency to initiate policies supporting 
change and innovation in schools but lacked the supporting structures to ensure 
continuity. 
2.3.2 National Policy Initiatives Influencing Change in WA 
Better Schools (op. cit.) was the beginning of a period of unprecedented change in 
Western Australian government schools. For government schools, the climate of change 
resulted in a continual flow of national and State 'projects' and policies that were directed 
at different areas of curriculum, school organisation, pedagogy and governance. In 
addition to radical curriculum reform at the lower secondary level with the introduction 
of The Unit Curriculum, EDWA drew on a number of federal government projects to 
advance the restructuring agenda. These included the National Project for the Quality of 
Teaching and Learning (NPQTL) and National Schools Network (NSN). 
The NPQTL and the associated National Schools Project were aimed at school-
level restructuring and were 'the most substantial of the micro reforms' (Dimmock & 
O'Donoghue, 1997: 39) taking place in WA in the early 1990s. The projects resulted in 
schools implementing restructuring initiatives at the local level. Many focussed on 
increased involvement of teachers in decision making with a view to increased 
professionalism and empowerment. 
The focus of much of the above work was derived from educators like Caldwell & 
Spinks, (1988), who advocated that schools should foster the professional autonomy and 
leadership of teachers, in order to improve the quality of teaching and learning. While 
these projects did not allow for radical measures - such as those in other countries, where 
schools pulled out totally from the 'web of governmental directives, policies, guidelines 
and rules' (Murphy & Hallinger, 1993: 11) a number of Western Australian schools 
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sought, and were granted, permission to override regulations in part. These dispensations 
related to class sizes, staff meeting times and school hours, which were the focus of 
school-based innovation and change. 
Whilst individual schools successfully implemented minor changes through the 
NPQTL and the NSN the initiatives did not result in wholesale change. The 'one size fits 
all' (Angus & Olney, 1998: 33) model of education in Western Australian government 
secondary schools was a prevailing and enduring one. Given the multiple policy agendas 
and projects that were being implemented, this raises the question of what specifically did 
'change and innovation' mean to EDWA at this time. 
Clearly there had been some motivation, albeit minor, to break away from the 
uniformity of regulatory frameworks within EDW A, and allow for localised alternatives. 
As one interviewee for this study described, they remained as 'side-shows' (EDW A SO 
7). It appears that EDWA never intended the NPQTL schools to serve as lighthouses for 
significant change at either the school or system level, but rather, as one-off forays into 
minor change. Angus and Olney suggest one reason for the limited effect of the Projects: 
Regulatory exemptions do not give staff members 
working in schools enough power to develop and 
sustain genuine alternatives to the generic government 
school ... and the ecology of government school 
systems prohibits the growth of alternative schools. 
(Angus & Olney, 1998: 33) 
In general, apart from minor variations within EDWA's one hundred-year history 
to 1995, the system was one that was always highly centralised, highly structured and 
uniform. There was little or no scope for individual schools or districts to enact major 
innovations outside existing regulatory frameworks and structures. Given the degree of 
homogeneity within EDW A, and overall tendency for secondary schools to remain highly 
regulated, the obvious question for BCC was: what were the policy motivations behind 
the decision to initiate change and innovation? Could BCC provide new opportunities for 
innovation and change within a highly centralised system given that the opening of the 
school was expressly articulated as a State-government and EDWA initiative? 
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Flexibility in Schools Project (FISP) 
In 1993, the Australian Federal Government negotiated with the State and Territory 
Teacher Unions to establish the National Schools Network (NSN). The project was 
created to 'promote the improvement of teaching and learning for all Australian students' 
(SSTUWA, 1994 (September) :2). Under the auspices of the NSN, EDWA, in 
collaboration with the State School Teachers' Union of Western Australia (SSTUWA) 
established The Flexibility in Schools Project with an expressed focus on 'refonn of work 
organisation and related pedagogy, and the establishment of a more supportive 
environment' (ibid.). 
The significance of the FISP for BCC was that EDW A later used this project to 
initiate changes to employment practices. The focus of the project was on change and 
innovation through whole school projects and EDW A advertised the following criteria 
for selection of schools: 
• Broad agreement by staff regarding the project; 
• A commitment to work organisation change; 
• A commitment to participative decision making, and 
• A commitment to planning and evaluation of the work of the school. 
(EDWA, 1993b) 
Like the NPQTL, the FISP was a 'waiver project' (Angus, 1997: 62). Although the 
project was ostensibly aimed at involving teachers in identifying those structures and 
regulations that constrained their work, as stated in the articulated goals above, in 1993 
EDW A used the FISP as the vehicle for introducing site-based merit selection in new 
schools, including BCC. I discuss this more fully in Chapter seven. 
2.3.3 EOWA Policy Reports for Change 
The Beazley Report 
Two major reports had significant policy implications for education in W A and impacted 
schools in the 1980s and 1990s. These reports signalled changes that were to be 
implemented for the first time with the opening of BCC. The first report, The Beazley 
Report (Beazley, 1984) was released in 1984, following the appointment of Bob Pearce 
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as Minister for Education in the Australian Labor Party (ALP). Despite the brief to 
investigate the State's education system, the terms of reference expressly excluded an 
investigation of the structure of the EDWA: 
The Committee noted that its terms of reference did 
not seek investigation of the structure of the EDWA. 
(Beazley, 1984: 16) 
As Haynes (1997) suggests, 'it was an establishment, expert committee' (p.95) with a 
clearly defmed brief to inquire into '14 specific terms of reference' (ibid.). Many of the 
recommendations were made within existing systems, 'commending the continuation and 
improvement of existing practices' Haynes (ibid.). Not surprisingly, given the 
representation of the group and the wide ranging consultation process used, most of the 
recommendations were generally well accepted. However, there was opposition from the 
SSTUWA to the pace of implementation of the Unit Curriculum, the major curriculum 
change proposed for lower secondary (years 8-10). At a mass meeting of Union 
members in July 1986 a motion of no confidence in the Minister for Education was 
proposed and passed. The Union President (somewhat naively) claimed: 
The time has now arrived when teachers must speak 
out and resist moves to have the curriculum 
politicised. We owe it to the children we teach. 
(SSTUWA, 1986) 
Following the release of The Beazley Report (Beazley, 1984) a working party of 
EDW A and SSTUW A representatives suggested that EDWA would not adopt 
Recommendations 130-138. These recommendations suggested changes to promotional 
structures, including prioritising special promotions (based on merit) over seniority 
promotions and 'that half the promotions should go to women' (Haynes, 1997: 98). At the 
time men held five hundred promotional positions and only twenty-five women held such 
posts (Haynes, ibid.). Clearly, these recommendations had the potential to impact hugely 
on the status of women in EDWA, which had had a long history of men as leaders, and 
women as subordinates. Paradoxically, it was not until the opening of BCC, that the 
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recommendations made in The Beazley Report (ibid.) relating to merit selection, were 
fully implemented. 
Better Schools - A Programme for Improvement 
Three years after The Beazley Report (ibid.), EDWA released the Better Schools - A 
Programme for Improvement (hereafter, Better Schools (Ministry of Education, 1987). 
Like The Beazley Report, Better Schools (ibid.) argued for the move to the devolution of 
responsibilities for school management, greater school-level financial accountability and 
the instigation of School Based Decision Making Groups (School Councils). These were 
all major policy shifts for State education in WA. Local staff selection and performance 
management were again highlighted as policy directions, however, it was not until 1995, 
with the opening of a number of new schools, including BCC, that these two initiatives 
were implemented. 
Following the release of Better Schools, (ibid.) an intensive program of 
devolution and restructuring was underway in Western Australian government schools. 
In addition to the introduction of The Unit Curriculum in lower secondary, EDWA 
implemented significant changes to the structure of districts, the relationships between 
schools and the central bureaucracy, and the frameworks for accountability. The 
implementation of these policies resulted in the devolution of responsibilities for site-
based management of budgets, and the subsequent rhetoric of 'empowerment of staff and 
the community' through School-Based Decision-Making Bodies. 
Accountability structures were also changed, locating the responsibility for 
monitoring the performance of teachers away from the external monitoring by subject 
Superintendents at the central level, to the school principal (Chadbourne, 1990). Whilst 
school principals were required to monitor the performance of teachers there was no 
formal framework or policy for how this should be undertaken, other than for temporary 
teachers, who were assessed each year, and new graduate teachers who were assessed for 
permanency. As a result, in some schools, principals undertook classroom observations 
and monitored programmes. In other schools there was little or no direct monitoring of 
classroom programmes and student achievement. As Hoffman (1994) suggested, 'the 
literal interpretation of the current requirements in schools with no teachers in these 
categories, [temporary teachers and new graduates] means the principal need never set 
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foot in a classroom' (p. 66). Notwithstanding that performance appraisal should not 
necessarily be linked to principals 'visiting classrooms', the fact remains that in many 
Western Australian government schools after Better Schools (ibid.) teachers experienced 
a high degree of autonomy with little or no supervision of classroom programmes and 
pedagogy being undertaken in some schools. 
The impact of Better Schools required that teachers participate in a range of 
activities associated with School Decision Making and the production of a school 
development plan. As a result, Western Australian teachers experienced an increase in 
collegial and managerial tasks associated with these requirements (Robertson & Soucek, 
1991). Teachers also experienced increasing pressure to attend meetings and the need to 
work longer hours per day and more days in the week, in order to meet new 
administrative commitments (ibid.). These effects of devolution strongly reflect similar 
patterns occurring in other parts of the world (Bullock & Thomas, 1997; Dale, 1997; 
Lauder, 1991; Popkewitz, 1996; Whitty, 1997a). 
The reaction to many of the reforms and the restructuring ofEDWA following the 
release of Better Schools reverberated throughout the system. Prior to the restructuring, 
many of the 'street level bureaucrats' (Lipsky, 1980), those who administered policies 
and provided services to schools from central office, held privileged knowledge about 
how decisions were made. This knowledge, which related directly to schools, was not 
always written in policy documents. Often, information was handed down from person-
to-person (for example, formulae for staffing of new schools, transfers for teachers), and 
much was anecdotal and individually (and sometimes preferentially) constructed and 
applied. 
At the Government and bureaucratic levels, there was the belief that some of the 
institutionalised work practices in schools and at the central level were obstructive to the 
implementation of major work place and educational reforms. After the release of Better 
Schools, there was a 'culling of dead wood but also of established wisdom' (Funnell, 
1995) through early retirement packages offered to EDWA senior officers aged fifty 
years and over. 'Thirty-six of the forty-four senior officers, who were eligible, accepted 
the offer'. (Hoffman, 1994: 8). There was a strong message that the implementation of 
changes would result in efficiencies: 
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The Government took the view that it was no longer 
possible for the public sector to keep on increasing its 
share of the budget. Therefore, there was a need for us 
to be very much more effective and efficient . .. The 
second reason is that the State (W A) system is very 
big.... Unless there is a reasonable measure of 
decentralisation - the whole system becomes very slow 
and unresponsive. 
(WA Education News, February 26, 1987: 10 cited in 
Haynes, 1997: 100) 
By the late 1980s, EDWA was sharply focussed on matters of accountability. 
Setting priorities, monitoring resources, formulating frameworks for accountability and 
improving and monitoring the quality of education in government schools against 
outcome measures were now required of Western Australian schools. Whilst autonomy 
and school-level responsibility were the backbone of rhetoric around devolution, there 
was also an increasing emphasis on centralised control of curriculum, target setting, 
monitoring and evaluation (Caldwell & Spinks, 1988). Discussions relating to the 
possible efficiencies using school buildings for extended times, joint funding between 
local and State government, greater flexibility with teacher-pupil ratios and school-based 
staff selection were also key items on the educational and industrial reform agendas. By 
1994, EDWA had several of these major policy agendas as priorities for BCC. 
In the early 1990s, work began on the writing of outcome statements in English 
and Mathematics and a central Monitoring Standards in Education Project was 
established in 1990 (Masters, 1994). Formal testing and reporting of students was 
introduced in English and mathematics in 1992, although results were reported on a 
school basis against a state-level norm, rather than on individual student level. School-
level data was not published in league tables, as occurred in England and Wales (Rea & 
Weiner, 1998), however, there was increasing attention to the importance of 'standards'. 
The discourse of standards was closely linked to the right's discourse which linked 
economic and social decline to public education (Kenway, Bigum, & Fitzclarence, 1993). 
Alongside these changes, EDWA embarked on the development and implementation of 
literacy training projects (First Steps and Stepping Out) for both primary and secondary 
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teachers. 
The introduction of service agreements, school development planning, and 'client 
focus' brought Western Australian government schools into alignment with other 
government agencies and the shift towards marketisation (Whitty, 1997b). Terms such as 
'Outsourcing, Total Quality Management, choice, flexibility, performance indicators, 
accountability and value added' all found their way into the educational discourse in W A. 
Corresponding to these initiatives, a number of outside educational 'experts' such as 
Fullan and Hargreaves, Caldwell and Spinks were invited guests to Western Australian 
principals' conferences. These 'experts' were advancing the virtues of The Self-Managing 
School (Caldwell & Spinks, 1988). They focussed on matters relating to 'the new way' of 
educational management, suggesting that collaboration, teamwork, collegiality and 
community involvement were the new pillars of school change. EDW A rapidly adopted 
the rhetoric of this new managerial ism and, as a large part of the data for this study 
indicates, used BCC as a focus for advancing the devolution agenda and initiating 
changes to work practices, community participation and pedagogical arrangements in 
lower secondary years. 
The implementation of these policies meant that there were major changes to 
operations and structures to facilitate the building of new schools. The ideological shift 
from solely public sector management for building schools to private outsourcing was 
significant. For BCC, EDWA negotiated with the State-managed Building Management 
Authority (BMA) for the building of the first stages of BCC and later, private contractors 
including architects and builders tendered for the design and construction of the school. 
Responsibilities for purchasing of resources, brokerage of services and management of 
buildings and facilities were all to be devolved to the local school level. The opening of 
BCC was on the cusp of the coming together of these reform initiatives. 
The Hoffman Report 
The Hoffman Report, Devolution of Decision-making Authority in the Government 
school System of Western Australia, (Hoffman, 1994) was completed in December 1994 
after an extensive survey of schools and the community, including the SSTUW A, with 
respect to the issue of devolution of educational decision making. The report contained 
twenty-five recommendations that related to a wide range of areas of education in WA. 
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Specifically, the recommendations made reference to governance, curriculum, 
performance management, school budgets, school organisation, staff selection, school 
review and financial management and accountability (Hoffman, 1994: ix-xv). 
Underpinning each of the recommendations were the broad principles of devolution, 
coupled with a stronger emphasis on centralised monitoring and control. Many of the 
recommendations in the Hoffman Report (ibid.) were already on EDWA's agenda for 
change and for implementation at BCC. 
2.4 Changing Political Contexts at Ballajura 
In 1992, at the time of planning BCC, a State Labor government was in power. By 
January 1993 a Liberal (Conservative) government replaced the Labor government. 
Ballajura was a rapidly expanding suburb in the Perth northern metropolitan area, and 
was scheduled to be given its own electoral status with a new parliamentary seat in the 
1996 State elections. Competition was fierce between major political parties in the 
parliamentary term between 1993 and 1996 and BCC was at the centre of much of this 
lobbying. The Liberal candidate subsequently won the seat by 47 votes on a recount in 
the 1996 elections. 
Lobbying by the parents to EDWA and parliamentary candidates for assurances 
on the commitment of resources, particularly the school buildings resulted in the school 
being a major focus in the election campaigns of 1993. The interest continued throughout 
the early stages of the operation of the school and culminated with the government 
launching its education policy from the BCC technology centre in February 1996. The 
lead up to the election of 1996, at which time the parliamentary seat was to be contested 
for the first time, resulted in unrivalled attention at BCC, by both the Labor and Liberal 
candidates seeking to win the seat. 
Ballajura Community College 
The population of Ballajura, a burgeoning new suburb situated approximately fifteen 
kilometres from the centre of Perth city had grown significantly, and the three feeder 
primary schools and nearby high schools were experiencing overcrowding. In response 
to this population pressure, the EDWA proposed the building of a new secondary school. 
58 
In 1992, EDWA established a Steering Committee comprised of members of the 
community, EDW A policy makers, parents of students in local primary schools and 
representatives from local and State government. Their role was to plan a new secondary 
school in the north metropolitan suburb of Ballajura, to open at the beginning of the 1995 
school year. For the new community of Ballajura, a great deal of hope was pinned on the 
building of the school, as they saw this as the 'coming of age' of the community (Larsen, 
1996). For the Education Department, BCC, along with another new secondary school in 
the south metropolitan region (Wambro Community High School), was to be an 
exemplar school 'for the twenty-fIrst century'. 
Genesis of the Middle School Concept at BCC 
By 1992, enrolments at the three feeder primary schools had expanded beyond expected 
numbers and a fourth new primary school, South Ballajura, was expected to reach a 
population of 800 students within three years. The school buildings in the neighbouring 
high schools were rapidly being supplemented by a burgeoning number of transportable 
classrooms and the pressure on EDWA to 'solve the crowding problem' posed a 
signifIcant planning problem. At the time of opening BCC, a zoning criterion was applied 
to enrolments. This meant that all students, within a given location, had automatic 
access to the local school. In the event that numbers expanded beyond expectation, as 
was typically the situation in new-growth suburbs, transportable classrooms were used. 
In some schools in high growth areas, it was not uncommon to have up to twenty 
transportable classrooms supplementing permanent buildings for periods of up to ten 
years. 
In one of the early consultative meetings with parents in one of the BCC feeder 
primary schools it was suggested by a parent that EDW A consider that BCC be built as 
the State's fIrst Middle School (EDWA PO 2). The EDWA Project OffIcer co-ordinating 
the consultation process had been involved in extensive research about middle schools 
both within and outside Australia. He seized on the opportunity to encourage the idea 
and provided educational reasons to support the move. This marked a signifIcant 
transition for the school. The idea of building the school as the State's fIrst Middle 
School was seeded. However, as I indicate in the analytical chapters, there was not 
uniform support from either senior policy makers within EDW A, or from the parents. 
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Whilst the inclusion of Year Seven students in a secondary setting would reduce 
social and economic pressure on the State government to build another neighbourhood 
primary school, there were major regulative and operational structures which had to be 
addressed. These related to the significant disparities between the employment 
conditions of primary and secondary teachers, the levying of fees5 and the curriculum. 
The initiative to develop a middle school that incorporated year seven students 
required EDWA to undertake an intensive period of consultation with parents, students, 
staff and principals in the local primary and secondary schools, in order to secure 
endorsement of the concept. With approximately sixty percent of parents supporting the 
final recommendation, albeit with some degree of uncertainty, EDWA adopted the final 
proposal and detailed planning then commenced. On the ground level, EDW A profiled 
the school as a 'middle school' in order to enrol year seven students from neighbourhood 
primary schools. In the chapters to follow, the interview data suggests that whilst EDW A 
Proj ect Officers articulated strong educational reasons for the decision to adopt a 'middle 
school' concept in Ballajura, at more senior levels within EDWA there were tensions and 
uncertainty. 
The endorsement of the 'middle school' project was tentative, the strategic 
planning uncertain and the rationale and the vision for the school varied. Paradoxically, 
the cost-effective solution of including Year Sevens in the high school setting under the 
banner of 'middle schooling' later became a major source of concern for EDW A, a point 
that is addressed more thoroughly in Chapter six. The apparent accidental proposal for 
BCC to be a middle school indicates that the policy was not one that arose from formal 
strategic planning at the central level. In the 1993-1994 EDWA Annual Report (EDWA, 
1994) the school was clearly intended as a 'high school', with no mention of middle 
schooling. The initiative was, from its very beginning, controversial with key agents 
often espousing contradictory views on the rationale for the project. 
5 At the time of opening BCC, voluntary fees were levied for all government students. Primary students 
were charged a maximum of$9 and lower secondary students a maximum of$215. Compulsory fees for 
secondary students have since been endorsed in legislation. 
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2.5 EDWA's Broad Reform Agenda at the Time of Opening BCC 
The opening of two new secondary schools, including BCC, for the start of the 1995 
school year, provided the opportunity for EDW A to advance the devolution agenda 
through changes, including: 
• Site-based merit selection of principals and teachers, with salary reviews linked to 
performance for principals; 
• The introduction of tenured appointments for teachers and school principals; 
• Implementation of 'middle schooling' as a distinct phase of schooling in W A; 
• Changes to secondary school buildings with expanded access and participation by 
the community; 
• Implementation of an 'outcomes-based' curriculum, and 
• Further devolution of responsibilities for site-based management, although 
salaries were not at the time, included in the total school grant. 
The conjunction of circumstances including the release of Better Schools, the 
trialling of an outcomes based curriculum and new attention on Middle Schooling through 
National Reports such as In The Middle (NBEET, 1993) sharpened the focus on WA 
secondary school development. As a result, EDWA Buildings and Facilities Branch 
sought to reflect these policies in their planning and used BCC and Warnbro Community 
High schools, as sites for testing modifications and improvements in the site planning and 
architecture of secondary school buildings and facilities and greater participation and 
utilisation of school facilities by the community. 
2.6 Personal Context 
In response to the new staff selection procedures, my appointment as principal to BCC 
was immediately contentious. Shortly after the announcement, the SSTUW A took 
EDW A to the Industrial Commission to dispute the conditions of appointments for the 
principals of the two new secondary schools. Despite having commenced work on the 
establishment of the school, within weeks of the appointment EDWA Senior Officers 
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made it clear that there was likelihood that EDWA may lose the case against the 
SSTUWA. This would then require that the principals' positions for the two new schools 
be re-advertised. 
The particular point of contestation was the definition of the principalship with 
site-based, limited term tenure, with salary increases and reappointment being contingent 
upon performance. This was an important shift in the conditions of employment for 
principals in W A, who, up until that time, had been appointed through a process of merit 
and seniority and had automatic salary increments that were not tied to performance 
review. At this stage in Western Australia's education history, the prevailing practice 
was: 'once a principal, always a principal', unless the highly unlikely pathway of 
'voluntary retrogression' was chosen or in the event of 'gross misconduct'.6 
2.7 State School Teachers' Union Response to Systemic Change 
The State School Teachers' Union of WA (SSTUWA) has had a long history of 
involvement in the State's education system and has been a powerful influence on policy 
directions and adoption of change and innovation. In the ten year period 1985 - 1995 
there had been extended opposition to many of the reforms EDWA proposed, including 
reforms derived from both the Beazley (1984) and Better Schools (Ministry of Education, 
1987) Reports. Industrial action resulted in 'work to rule' and strikes being used in 1989 
as tactics for securing improved conditions and resisting some of the proposed changes. 
Opposition to public sector restructuring and changes to employment policies were major 
concerns of the SSTUWA in 1994/1995 and resulted in 'some of the largest 
demonstrations in Australia since the troubled days of the Vietnam War' (Robertson, 
1996: 43). 
Concurrent with the action in the Industrial Commission, the SSTUW A embarked 
on a strong public campaign against the initiatives proposed for Ballajura and Warnbro. 
The union newspaper The Western Teacher frequently carried articles against the 
initiatives, naming the schools and indicating a clear message that teachers who chose to 
work there would be eroding conditions of all West Australian teachers. 
6 In 1999 at the time of writing this thesis, the Minister took the unprecedented action of demoting a 
secondary school principal to the status of Deputy Principal, for failing to follow instructions. 
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In response to the SSTUW A's appeal against the new principal appointments, 
EDWA senior officers approached myself and the principal ofWambro Community High 
School, to negotiate a Workplace Agreement. Whilst there were no such agreements in 
place for any other EDWA employees at the time, EDWA officers considered this a way 
out of the Industrial Commission. The signing of a Workplace Agreement meant that 
employees were not subsequently under the jurisdiction of the Industrial Commission, 
and meant that such an Agreement was between the employee and employer. The intent 
of the legislation was technically to allow employees to negotiate for improved 
conditions and greater pay flexibility for recognition of improved productivity. 
Despite the possibility of losing our posts, we both chose not to enter into a 
Workplace Agreement and weathered the storm of uncertainty surrounding our 
appointments. The outcome resulted in the SSTUW A winning the appeal, and the 
original appointments being upheld with all traditional entitlements associated with 
principal class 6 being awarded. This conflict was the first of many to come. This issue 
is explored in more detail in Chapter seven, where I address the impact of new 
recruitment practices on the establishment ofBCC. 
At a subtler, but no less formidable level, there was overt hostility and resentment 
displayed towards my colleague, the Principal of Wambro Community High School and 
myself. This hostility was in response to the changing conditions of appointments for 
secondary school principals. There was a general feeling from several fellow principals, 
some EDWA officers and some teachers, that we just 'hadn't done our apprenticeships'. 
The traditional apprenticeship involved progressing through the incremental steps 
from teacher, to Head of Department, to Deputy and [mally to Principal. These 
promotional positions typically involved several extended periods in country locations. 
My unconventional career trajectory, including fourteen years teaching in a variety of 
rural and metropolitan primary schools, school development consultant, literacy project 
manager and vice principal of the School of Isolated and Distance Education, and merit 
appointment to a desirable metropolitan school was a visible source of tension. 
This tension played itself out in a variety of forms, although the most obvious 
forms included 'cold shouldering' at principals' meetings and a range of comments and 
remarks about our backgrounds and skills, relevant to the role of principal. Certainly, in 
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initial meetings and gatherings there was always a degree of 'face-work' (Goffman, 
1999) required in response to such 'incidents' (ibid.). I often struggled with responses, and 
resorted to alternatives such as 'tactful overlooking' (as in the following vignette) and 
sometimes 'belittling modesty' (ibid.). The dilemmas I experienced at the personal level 
reflected the very real tensions being experienced at the micro and macro levels in the 
implementation of the establishment of BCC. 
Vignette 2-1 
My first secondary principals' meeting. We milled 
around and a number of people congratulated me on 
my appointment. I was nervous and uncertain of how 
people would respond. Many of the principals were 
encouraging and supportive, offering assistance and 
advice. For some, there seemed a real excitement that 
Ballajura will offer a chance for some significant 
improvements to lower secondary. There were many 
questions that I was unable to answer - I simply 
haven't got a full picture of the task, particularly the 
operational issues relating to including year seven 
students in the high school setting. There were a 
number of 'incidents' though, that left me feeling 
insecure about my position. A senior male principal 
quite openly indicated that I had been 'lucky' to get the 
job and the scholarship and that I'd 'obviously done 
the right thing by someone in the Ministry'. I was 
unsure of how to respond, being aware of the obvious 
innuendo. After a momentary lull, I responded with a 
benign 'yes I am lucky' and walked away. 
(Larsen, Personal journal, undated, circa October, 
1994) 
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2.8 Conclusion 
In my description of the context of Western Australia, I have drawn attention to the 
multiple policy agendas, formal reports and 'change projects' that were directed at change 
and innovation in the ten-year period prior to the establishment ofBCC. Clearly, the State 
of Western Australia was undergoing radical change and policies relating to employment 
of principals and teachers, curriculum and the design of secondary education were firmly 
on the EDW A's change agenda. Parallel to these, devolution and public accountability 
penetrated the educational domain, resulting in the production of new signs, new texts 
and new visions for education. It was clear from the outset, that BCC was to be a testing 
ground for many of these new visions, and as such, would be highly scrutinised both at 
the central and local levels. In such a climate of change, contestations were inevitable and 
many of the contestations referred to above, form the central part of this study. 
For BCC, the opening of the school occurred on the cusp of radical changes in the 
State. This meant that at the school level, there was a high degree of uncertainty and 
tension associated with planning and implementing policies. Making new meanings of 
secondary schooling at BCC was intimately connected to the meanings being constructed 
and contested in the broader social, political and educational contexts. Mediating and 
transforming the multitude of 'change' texts to materialise a new school was both 
enabling and restrictive. I will now tum my attention to chapter three, where I provide a 
more detailed explanation of BCC. 
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Chapter Three 
Mediating Central Policies at the School Level 
3.1 Introduction 
The chapter provides information on how EDW A policies were mediated in order to 
operationalise BCC. At this stage I do not theorise the process of policy making at the 
school level. Rather, I provide the information as further contextual information. I 
describe the process of establishing the school through autobiographical narrative, 
highlighting the precariousness of implementing change and innovation, against the 
shifting social, political and educational policies. The chapter also details some of the 
more important historical antecedents that impacted on the establishment ofBCC. 
3.2 Imagining the School for the Twenty-First Century 
In this section I outline the initial planning that was undertaken in operationalising BCC. 
The following figure provides a chronology of key events. 
Fig. 3-1 Timeline of Planning Events 
1992 - EDWA convened a Steering Committee under the title of The 
Ballajura Project. 
EDWA collaborating on the development of Outcome Statements at the 
National Level - some Western Australian schools engaged in trialling 
of the Outcome Statements 
July 1994 - Appointment ofBCC Principal 
August 1994 - SSTUW A challenges the conditions of appointment for 
principals at BCC and Warnbro Community High School 
September 1994 - Principal convened BCC Think Tank - A group 
comprised of EDWA officers, university staff and local school and 
community representatives, some of who had participated in the 
Steering Committee. 
October 1994 - Appointment of Deputy Principals who participated in 
all future planning, staff recruitment and liaison with local schools and 
the Ballajura community. 
January 29 1995 - BCC opened with 650 (200 more than anticipated 
by EDWA) year seven and eight students and thirty-five staff. 
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The BCC Steering Committee met ten times in the period between 7tl1 May 1992 
and July 1994. During this time, members of the Committee met with local school 
communities and canvassed ideas regarding the preferred organisational structure for 
BCC through a questionnaire. They also lobbied local government for collaborative 
funding for sporting and recreational facilities. Whilst the Steering Committee did not 
have specific brief to design the curriculum for the school, they devised a model that 
emphasised a general comprehensive curriculum in the lower year levels with increasing 
specialisation occurring as students moved towards post-compulsory year levels. The 
figure below, prepared by the Steering Committee indicates the importance of literacy, 
numeracy and technology for all year levels, and the move from generalisation to 
specialisation as students progressed through the year levels. 
Figure 3-2: Curriculum Framework for BCC 
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Curriculum Framework for BCC generated by BCC Steering Committee - 1994 
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By 1994, the Steering Committee had completed its role in participating in 
planning the buildings and organisation for BCC. The [mal task undertaken by the 
Steering Committee was the participation in the selection of the school principal. In July 
1994, EDWA convened a panel for the selection of the Foundation Principal, and took 
the unprecedented step of including one representative from the Steering Committee on 
the selection panel. It was at this stage, that I became involved with the school. 
My appointment to BCC in July 1994 was one of the most demanding roles of my 
professional career. I was given the brief of creating a 'new school for the twenty first 
century'. I was one person without staff. For the first time in W A staff recruitment was to 
be the responsibility of the principal. However, other than the positions of Deputy Heads, 
appointments to the school were not effected until the opening of the new school year, in 
January 1995. 
A research trip to the Eastern States of Australia in the first few weeks funded by 
EDW A, provided a starting point for clarifying many of the issues with which I was 
struggling. A colleague, who had been appointed to open a new school, Wambro 
Community High School, in the southern metropolitan area accompanied me, and 
together we visited secondary schools in a number of Australian States. We became 
aware that many secondary schools were grappling with similar issues associated with the 
restrictive nature of the traditional faculty organisation in lower secondary levels. We 
also noted that some schools were implementing strategies that emphasised the use of 
technology; others emphasised innovative buildings with flexible team arrangements to 
respond to young adolescents as they made the transition from primary to secondary 
schooling. During these visits my colleague and I noted that secondary schools were 
often utilising single strategies to respond to pressures for changes in the lower secondary 
years. By contrast, I hoped to develop the school in a way that incorporated many of the 
initiatives that had been observed in individual schools and also raised in the literature 
relating to Middle Schooling. 
On our return from the research tour, I convened a Think Tank (Larsen, 1996) to 
build on the work of the Steering Committee and to formulate a strategic plan for BCC. 
The Think Tank was comprised of university staff, EDWA colleagues and members of 
the community. Over a period of weeks, we thrashed out the critical issues that dealt with 
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strategies for realising 'the school of the twenty fust century'. The most pressing concern 
was how best to meet the needs of students against the backdrop of EDWA's major new 
policy priorities of middle schooling, integrated curriculum and community participation. 
Some of the questions the Think Tank dealt with included: what does a new and 
innovative secondary school for the twenty-first century look like? What form would the 
buildings take? How could the curriculum be structured differently to address a more 
student-centred focus? What kind of teachers would be employed? How would the 
priorities identified by the Steering Committee - technology, literacy and numeracy 
feature? More importantly, what would the 'vision', the 'ethos' of a new school for the 
twenty first century be? In addressing these issues, the Think Tank drew on ideas 
proposed by the Steering Committee and published research, to assist in the strategic 
planning of the schooL 
Vignette 3-1 
Can BCC really be a school that is different and exciting with 
new opportunities for young people? I have been scouring the 
educational literature looking for alternative ways of 
structuring the schooL I have just read Beare and Slaughter's 
(1993) book Education for The Twenty-First Century. What 
impressed me most about the book was the focus on teachers 
and students working together to view the future positively. In 
thinking about a school for the twenty first century, it seems to 
me that the central concern must be on changing the way 
students and teachers engage with learning. 
I have been thinking about the strong orientation that Beare 
and Slaughter (1993) have towards positive visions of the 
future. Their ideals resonate with many of the ideas that I hold 
for the schooL They suggest ten deliberate steps that teachers 
and parents can take to support young people to adopt a 
'futures perspective'. Each of the ten steps is directed at 
supporting the development of children to build on positive 
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relationships, with themselves, with others and within their 
environment. The authors suggest a values framework which 
centres on a moral and ethical approach to teaching, pays 
particular attention to the importance of cultivating positive 
outlooks and relationships and of providing opportunities to 
celebrate. There are many parallels to the literature on middle 
schooling, which emphasise the importance of recognising and 
responding to the unique needs of adolescents. 
(Larsen, Personal journal, 15th August, 1994) 
Background Research Informing the Focus on Adolescents 
In Australia, in the early 1990s there was a growing body of research related to middle 
schooling (Cumming, 1994; Eyers, Cormack, & Barrat, 1992; Hopkins, Ainscow, & 
West, 1994; NBEET, 1993). Much of this literature urged schools to be more responsive 
to the needs of adolescents and also to address issues of alienation in young people. 
Cumming, for example claimed that: 
(F)or a significant number of adolescents the 
curriculum lacks relevance and cohesion; teaching 
practices are alienating or simply boring; and 
organisational structures and procedures are rigid and 
dis empowering. A recent national study of 
disadvantaged youth revealed that the majority of 
those surveyed "considered schooling to have been an 
unhappy and unproductive experience". 
(Cumming, 1994: 13) 
Some of this research proposed that secondary school students required new 
organisational structures that limited the number of teachers and engaged them in more 
integrated models of learning (Berkley, 1994). Other educational research addressed 
issues associated with the phenomenon of 'plateauing' and sometimes 'dipping' of 
performance levels between primary and secondary schools (Hill, 1994). In addition, 
there was an emphasis on the value of team structures as opposed to faculty-based 
organisation (Eyers et aI., 1992; NBEET, 1993). In the local context ofWA, the Stepping 
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Out Project (EDWA, 1990) had drawn attention to the importance of the transition period 
between primary and secondary schooling. The Stepping Out Project (ibid.) highlighted 
the very real constraints that the Unit Curriculum imposed on students and teachers, 
particularly with respect to the pressures of 'getting through the curriculum'. A significant 
component of the whole-school literacy training addressed the need to restructure the 
curriculum in years 8-10 and to address concerns relating to literacy performance levels 
in secondary schools (Hill, 1994). 
In the establishment of BCC, the Think Tank was pro-active in addressing the 
multiple findings in the educational literature relating to middle schooling (Beane, 1991; 
Beare & Boyd, 1993; Hargreaves, 1986; Mac Iver, 1990), and the establishment of new 
schools (Fletcher, Caron, & Williams, 1985; Fullan, Eastabrook, Spinner, & Loubser, 
1972; Gold & Miles, 1981; Smith, Dwyer, Prunty, & Kleine, 1988). We consciously 
used the research fmdings and transformed them into a vision for BCC. This influenced 
the design of BCC buildings and facilities, the curriculum, the school organisation, the 
pedagogical practices and the Ethos and the Teachers' Code of Practice. 
3.3 Operationalising a Vision for Bee 
For members of the Think Tank, the driving emphasis in the conceptualisation of BCC 
were the concepts of respect and care (Noddings, 1998) for students. In line with 
previous educational research on new schools (Fink, 1997; Hargreaves, Fullan, Wignall, 
Stager, & Macmillan, 1992), the BCC Think Tank foregrounded a student-centred 
(Wasley, Hampel, & Clark, 1997) focus for the school. Central to the notions of care and 
respect, was a commitment to dialogue (Noddings, ibid.) between teachers and students, 
between teachers and teachers and between the school and the community. The 
supposition, from a care and respect position was that teachers would be encouraged and 
supported to work together, to help one another, to share and celebrate successes, to 
reflect on their relationships within the school, to team-teach and to collaborate. As 
Chaskin & Rauner, (1995) suggest, 'caring concerns relationship and commitment, 
mutuality and reciprocity, participation, and continuity, concern for and acceptance of the 
other' (p. 672). The understanding was that teachers working with students at BCC 
would be encouraged to value diversity, provide opportunities for students to actively 
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contribute to the design and structure of the school, to work together, and to be honest 
and reflective of their practice. Whilst not wanting to impose a 'moralistic straightjacket' 
(Purpel & Shapiro, 1998: 387) members of the BCC Think Tank sought to articulate an 
Ethos and a Teachers' Code of Practice that would guide the school in the provision of an 
education for the young people of Ballajura, based on the values of social justice, social 
responsibility, democracy and compassion. 
Curriculum planning at BCC required mediation of a range of different texts and 
ideological positions. At the State level, EDW A convened the Steering Committee in 
recognition of the policy agenda to include the community in the design of the school. 
The Steering Committee formulated their own 'curriculum ideal', albeit in a rudimentary 
way. In addition to the Steering Committee's proposal, the Think Tank needed to be 
cognisant of EDWA's curriculum plans for the school. In the advertisement for the BCC 
Principal's position, EDWA proposed the following description of how the Curriculum at 
BCC was to be organised: 
Curriculum 
The curriculum is intended to be innovative in nature, 
offering a range of curriculum areas, which, in years 11 
and 12 will ultimately complement those offered by other 
secondary schools in the area. Consequently, it needs to 
be recognised at the outset that not all curriculum 
components are likely to be available at these schools 
and they may offer unique components complementing 
neighbouring schools. There is a further commitment to 
the provision of innovative teaching styles which 
encourage student-centred learning, and which are geared 
towards the development of students as whole-of-life 
learners. Consequently, there is a need for curriculum 
designs which encourage students to progress at their 
own pace. The design of the schools takes into account 
the high demand for access to relevant information 
technology in education. 
(EDWA,1994a) 
Within the above statement there are a number of discourses at work with the 
suggestion that the curriculum would be 'innovative' the over-riding theme. Conflated 
with the idea of innovation are the proposals that the curriculum would a) complement 
other secondary schools in the area; b) utilise teaching styles which encouraged student-
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centred learning and which encouraged 'whole of life' learning c) encourage students to 
progress at their own pace and d) utilize technology. In this description, 'innovation' is 
cast within a particular trajectory linked to the curriculum and pedagogy. Descriptors b), 
c) and d) prescribe specific pedagogical and organisational arrangements for BCC. 
Whilst these descriptors indicate a pedagogical approach there is no mention of which 
curriculum framework was to be used at BCC - The Unit Curriculum or the Draft Student 
Outcome Statements. 
In stressing the need to offer complementary programmes, there was clearly an 
indication that some subjects would not be offered in the upper secondary years 11 and 
12 at BCC. Underpinning this statement was a clear reference to emerging policies that 
stressed a 'local area approach' to the planning of schools. In response to declining 
enrolments in some schools and districts, EDW A was attempting to rationalise 
programmes and courses at individual schools, whilst encouraging a broader curriculum 
offering through school based specialisation. In the Ballajura area the nearest secondary 
school, Morley Senior High School, offered a range of post compulsory courses including 
specialised courses in aeronautics, Japanese and visual arts. EDWA planning officers 
proposed that students in the Ballajura area would select the most appropriate course and 
then enrol at the school of their choice. 
It is clear from the above statement that EDWA was steering the design of the 
school and curriculum in particular directions, in line with emerging and existing 
policies. At the same time, EDW A had publicly invited the community to propose the 
type of schooling and the nature of the curriculum that they envisaged for the school. 
This issue is analysed more thoroughly in Chapter six, where I discuss the tensions 
associated with navigating the contradictory messages that were communicated to school 
leaders and the community with respect to curriculum. 
At the same time as balancing the needs of the Steering Committee and the 
EDW A's curriculum statement outlined in the information pack for the Principal's 
position, it was necessary to plan with due consideration to EDW A's curriculum policy, 
which at the time was in a state of uncertainty. In the two years preceding the opening of 
BCC, EDWA engaged in national collaboration for the development of a National 
Curriculum. During this period, trialling of Outcome Statements was undertaken in W A, 
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and there were parallel policy contestations taking place at the State level. Trials of 
Outcome Statements were being conducted in a number of Western Australian schools, 
although at the time of planning for Bee, there was no commitment from the State 
government, to proceed with a full implementation of Outcome Statements. 
This created extreme difficulty for the Think Tank because the curriculum was 
fundamental to the realisation of innovation and change at Bee. With no clear 
commitment to the Outcome Statements from the government, the Bee Think Tank 
responded to this dilemma by adopting the Draft Student Outcome Statements as the 
basis for the curriculum planning. Whilst members of the Think Tank understood the risks 
associated with the decision to adopt the Outcome Statements ahead of parliamentary 
endorsement, they believed that the Outcome Statements would offer greater flexibility 
for interdisciplinary modules. In addition, the Think Tank maintained that this decision 
would eliminate the need to change the curriculum if and when the Outcome Statements 
were endorsed. 
The Think Tank proceeded to identify the central philosophical ideas 
underpinning the curriculum vision for Bee. In the process, they adopted a critical 
constructivist theory of learning that emphasised the importance of students' own 
histories, motivations, interests and actions (Taylor, 1993). Taylor's work was strongly 
influential in development of curriculum at Bee. He had worked with the BCC Think 
Tank in the early developmental stages of the school, and later co-ordinated and taught 
academic programs for Masters and Ph.D. level courses at the school. We adopted a 
social constructivist's perspective on learning and recognised 'that students construct their 
own knowledge through engaging in experiences in relation to their extant knowledge' 
(Taylor, ibid.: 4). The importance of collaborative learning models and opportunities for 
negotiation of the curriculum (Beane, 1991,1995; Rudduck, 1991) and the focus on 
literacy and learning were all fundamental aspects in the design of the curriculum. The 
Think Tank proposed a curriculum model that linked subjects in integrated modules that 
were intended to provide scope for extended periods for in-depth and co-operative 
projects and also emphasised the on-going and explicit teaching of literacy in the lower 
secondary year levels. Fundamental to the design of the curriculum was an emphasis on 
how students would participate in the everyday experience of schooling. It was a vision 
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that imagined students actively participating in all aspects of their schooling, making 
decisions, and being excited by learning. To this end, the Think Tank proposed an 
integrated curriculum in the lower secondary years, much the same as the integrated 
humanities projects that were established in England in the late 1960s and early 1970s 
(Whitty, 1985). 
It was necessary to have a number of examples of Integrated Modules for staff to 
use at the commencement of the 1995 school year. This became an essential priority once 
the two deputies were appointed in October of 1994. The senior management team 
undertook an intensive review of the Draft Outcome Statements, in order to establish the 
viability of designing a curriculum based on the models proposed by the Steering 
Committee and the Think Tank. The modules needed to be rigorous and transparent with 
opportunities for explicit teaching of literacy, numeracy and technology, within each. 
The emphasis on these skills, meant that the processes of learning became a central part 
of the curriculum planning. Together, the senior management team designed the first of 
the modules - Our Community and The Ancient World. These formed the basis for a 
large part of the curriculum in the years 7-8 for the first term7 of 1995. 
The senior management team knew that in the 'ideal setting' teachers should be 
actively engaged in this school level curriculum process. However, the very fact that 
staff were not appointed until the first day of the 1996 school year required the senior 
management team to create a clear curriculum framework with schemes of work and 
appropriate curriculum resources for the commencement of the school year. The initial 
modules provided a template for initial planning, purchasing of resources and recruitment 
of teachers. It was envisaged that teachers and teams would modify and adapt the 
modules according to their own areas of expertise and more particularly, the needs of the 
students. 
Themes and Issues - The question of content and processes 
The design of the modules raised many epistemological and social justice issues. 
Questions relating to how specific content knowledge was to be embedded into the 
7 The school year (43 weeks) is broken into four terms of approximately 10-11 weeks duration. 
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modules, assessment, teachers' subject knowledge and articulation between lower and 
upper secondary courses, were all key considerations. Working from the framework 
suggested by the Steering Committee, and taking note of the recommendations of the 
Think Tank, the senior management team adopted a system of Curriculum Connectivity 
(Young, 1998), linking the outcomes from a range of subjects into modules, with literacy, 
numeracy and technology central foci. The BCC curriculum and organisation ensured 
that year seven and eight teams had a greater focus on integrated curriculum. Curriculum 
outcomes were matched to modules according to relevance to the theme, and 
programmes were designed to reflect these connections. In years nine and ten there was 
to be a move to interdisciplinary teaching (Wasley, 1994) in recognition of the 
importance of preparing students for the formal external examinations at year twelve with 
an increasing emphasis on specialisation. Teams were organised to allow teachers to 
maintain their discipline base, but to work in smaller groups, to ensure continuity and 
closer contact with their students. 
Much of the early curriculum development at BCC focussed on ensuring that 
where appropriate, learning areas were integrated in the design of the modules. The links 
could not just be semantic: subject outcomes needed to be addressed explicitly. At the 
same time, Young's point of allowing sufficient flexibility to allow students' input into 
shaping the curriculum, was also a focus. Some teams later used this flexibility to engage 
students in the process of designing the modules and to have input into the design of the 
middle school curriculum (Beane, 1991; Rudduck, 1991). 
Modules were designed with a focus on flexibility, III order to respond to 
differentiated abilities. At the same time due attention was given to the outcomes in 
specific learning areas. The model demanded an approach to subject knowledge that was 
not an end in itself (Young, op.cit.) but rather, a means to linking the specific to the 
general, with a foregrounding of processes of literacy, numeracy and technology. 
Contestation Surrounding Integration versus Specialisation - Mathematics and 
Science 
The senior management team recruited teachers according to their individual areas of 
expertise and their interest in participating in the development of alternative models of 
curriculum delivery for adolescents. Teams of five or six teachers were organised to 
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ensure representation of the full range of learning areas. Team-planning time, equivalent 
to one day per week was timetabled to allow for collaboration and planning. 
Mathematics and Science proved to be problematic because teachers' levels of expertise 
and confidence were variable. 
Vignette 3-2 
In the last week three teachers have spoken to me about the 
concerns they have for the curriculum. The main issue seems 
to be the enormous demands being placed on teachers to 
understand the full range of learning areas. There are also real 
concerns being raised about the breadth of curriculum 
knowledge required by the teachers. One teacher reported: 
'I really lack the confidence with science. I was trained in 
the social sciences and my knowledge of science is only what I 
learned at school. I was all right with the biological science 
topic, but when it came to specialised knowledge around 
physics and chemistry, I was way out of my depth. I am 
concerned that the students just aren't getting the best support 
in these areas'. 
I am not sure how to address these problems. I have 
spoken to (X) and (Y), (the Deputies) about these concerns, 
and we will ask the teachers how they think we should address 
the issues. 
(Larsen, Personal journal, 01 August, 1995) 
Initially, all teachers had the responsibility for these subjects, with the Subject 
Leaders devising programs and mentoring teachers at the team meetings, on how best to 
teach the content. After a short period however it became evident that some teachers 
lacked the necessary confidence and skills in mathematics and science and a greater level 
of specialist teaching was employed in these learning areas. A number of teams 
introduced partner teaching and others, rotational programs, where the teacher with 
expertise in mathematics and science taught these subjects. Integration of these two 
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subjects was still encouraged where appropriate. For example in the module on The 
Ancient World, teachers focussed on the development of numerical systems and 
geometry. 
The process of formulating and developing a curriculum model at BCC involved 
balancing multiple agendas in uncertain circumstances. In 1995 the first year of 
operation at BCC, all the staff at the school became actively involved in trialling the 
Draft Student Outcome Statements, which often led to redrafting and reformulating the 
curriculum modules. 
Assessment - Introducing Portfolios as the Basis for Assessment 
In W A, there is no public examination such as the GCSE at the end of the compulsory 
years (year 10). A Certificate of Secondary Education is awarded to students at the 
completion of year 10 and this is entirely school-based. This means that there is scope 
for greater curriculum flexibility in lower secondary, than in England, where GCSE 
performance becomes the benchmark for teaching and learning in the lower-secondary 
levels (Elwood, 1998). 
During the planning period, the Think Tank reviewed literature relating to Middle 
Schooling, and Portfolio Assessment. Research on alternative methods of assessment 
indicated that portfolios can provide students, teachers and parents with rich sources of 
information regarding student achievement (Marsh, 1997: 75). They also encourage 
students to take responsibility for their learning (Darling-Hammond, Ancess, & Falk, 
1995; Paulson, Paulson, & Meyer, 1991). Other advantages of portfolio assessment, 
suggested by Marsh (op.cit.) indicate that it: 
• broadens the type of evidence that teachers can use in assessing students; 
• encourages students to assess themselves; 
• focuses teachers' instruction on student outcomes, and 
• encourages teachers and principals to think systematically. 
In W A, portfolio assessment had been used at varying levels and in different 
forms to incorporate coursework for the Tertiary Entrance Exam. However, in lower 
secondary levels there was only limited use of this form of assessment. At BCC, portfolio 
assessment was linked to the modules, and teachers structured a range of tasks to reflect 
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this link:. Portfolios were the centrepiece for reporting, combined with student-self 
assessment, three-way conferences with students, teachers and parents and rating of 
performance using Outcome Levels at the end of the year. Each of the four terms 
culminated with the presentation of portfolios, with teacher reports being included at the 
end of terms two and four. 
Portfolio assessment was introduced in the first year of Bee against a backdrop 
of uncertainty. There were very few examples to draw from across the State and little or 
no mention of portfolio assessment in the educational discourse ofWA. The rationale for 
using portfolios was: 
• To provide students the opportunity to demonstrate learning in a range of subject 
areas~ including literacy, numeracy and technology and through a range of media 
and artefacts. 
• To provide parents with the opportunity to view a range of samples of students' 
work, including work in draft, redraft and completed forms, in relation to broader 
benchmarks, such as the Student Outcomes. 
• To provide parents and students with samples of work related to their progress in 
the range of curriculum areas. 
The process of implementing portfolios and Outcome Statements was difficult. 
There were continual debates and meetings about what should be in the portfolios, the 
place of 'formal tests' and moderated assessments. There were also questions relating to 
the scope for including artefacts such as videos, photographs and other design media and 
the importance of students' and parents' input and feedback, which all needed to be 
addressed. 
Introducing portfolios as a major component of the Reporting and Assessment 
Policy at Bee focussed students, teachers and parents on new ways of thinking about 
teaching and learning, and new forms for representing student achievement. Whereas the 
Unit Curriculum had an emphasis on assessment against grade related descriptors, at 
Bee we were keen to incorporate opportunities that facilitated interpretation and 
meaning making, rather than focussing exclusively on rote learning of subject specific 
knowledge. Certainly the composite package, including work samples, student self-
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assessment, teacher assessment and interviews with parents provided extensive 
information on students' progress. 
Central to many of the early debates were issues relating to the control that 
students could/would take in structuring their portfolio. What level of flexibility would 
be allowed? To what extent would teachers influence the selection of work to be 
included? Should there be 'exemplars', 'drafts' or samples of 'everyday' work within the 
portfolios? How would the portfolios be used to report students' progress against the 
Outcome Statements that were in unfmalised and uncertain state? 
The debates on portfolios, like those around the implementation of the integrated 
curriculum were fIrmly rooted in 'ideological dilemmas' (Billig et aI., 1988). The 
transformation of the 'idealised' model, one where students had control of their learning 
and were actively engaged in the processes of selecting individual work samples for their 
portfolios was far more diffIcult in its practical implementation. Competing ideological 
positions - those relating to 'student-centred' versus 'traditional' models gave rise to 
fundamental questions relating to the value of content knowledge, the subject traditions, 
the demands of the formal curriculum and the need to 'prepare' students for State level 
examinations at year twelve level. There were ongoing contestations arising from these 
ideological dilemmas, which continued to impact on the adoption of change and 
innovation at BCC. Many of these dilemmas arose from teachers' own values and 
histories, which influenced their interpretations of the BCC Ethos and Teachers Code of 
Practice and also their own epistemological and pedagogical values and histories. 
3.3.1 Staffing at Bee 
Whilst EDWA had nominally titled BCC as a 'Middle School', the recruitment of primary 
and secondary teachers was problematic. I take this point up further in Chapter seven, 
where I discuss data relating to changes to employment practices. For now however, I 
provide a background of the rationale proposed by the Think Tank, for including both 
primary and secondary teachers in the staffIng profIle for BCC. 
The central motivation for including primary teachers in the staffIng profIle of 
BCC was to bridge the pedagogical gap between primary and secondary stages of 
schooling. One of the critical differences between primary and secondary teachers is 
primary teachers' ability to focus holistically on students, rather than seeing subject 
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content as an end in itself. Nias and her colleagues suggest that the primary school culture 
tends to foster collaborative work practices that focus on team work, which 'arises from 
and embodies a set of social and moral beliefs about desirable relationships between 
individuals and the communities of which they are part, and not from a belief about 
epistemology and pedagogy' (Nias, Southworth, & Yeomans, 1989 :73). Western 
Australian primary teachers also typically have a stronger training in literacy, which was 
a key priority at Bee. 
There was however, a strong belief that primary teachers would benefit from 
secondary teachers' subject expertise, particularly in areas such as mathematics and 
science. Secondary teachers could support primary teachers with non-specialist 
knowledge by providing them with a fund of 'pedagogical content knowledge' (Geeland, 
1997) through team teaching and collaborative planning. 
The goal of the senior management team at Bee was to draw on the expertise of 
both primary and secondary teachers in order that they could work as connective 
specialists (Young, 1998: 60). Primary teachers brought knowledge of integration, 
literacy and developmental learning, and secondary teachers their subject knowledge. At 
Bee, organisational structures supported collaborative and teamwork arrangements that 
specifically targeted the sharing of knowledge and skills between teachers. There was a 
continued focus on involving students in a broad range of activities that reflected a 
commitment to care and respect. In my leadership I endeavoured to reflect this ethic of 
care and respect. 
Vignette 3-3 
Today the students and teachers from Yellow Team used the 
abseiling 10ft in the gymnasium for the first time. The students 
asked me to join them and suggested that I be the first teacher 
to scale the gymnasium wall. I am petrified of heights and 
have never contemplated doing abseiling. At recess, a number 
of students arrived at my office with a school track-suit for me 
to wear, and promised to return at 11, the scheduled time for 
81 
the activity. I fumbled for excuses hoping that 'an urgent crisis' 
would arise. 
At 11 o'clock, the students arrived, brimming with 
excitement. The gymnasium was crowded with students who 
cheered spontaneously as I entered. At that stage I was filled 
with fear. I simply could not climb the ladder - I was numb. 
There was much encouragement from the students and one of 
the boys took my hand and led me to the ladder. There was 
hushed silence as I moved, tentatively, cautiously up every 
step, my heart pounding. At the top I placed the harness on and 
listened to the advice of the instructors. I was convinced that I 
would have to climb back down the ladder. I simply could not 
take the first step to go over the platform. At that very 
moment, Angela, a fully blind student yelled - 'come on Mrs. 
Larsen, you can do it, it's not very high'. In one flash, I thought 
of Angela - joyful, responsive and willing to try anything 
despite her disability. I edged backwards and gently eased the 
rope through the harness. In a few seconds I was on the ground, 
feeling exhilarated, surrounded by students who were so 
genuinely thrilled that I had 'made it'. I spent the rest of the 
morning encouraging and coaxing students as they too 'went 
over the edge'. 
(Larsen, Personal journal, October, 1995) 
The emphasis on care and support for students was also central to the staffing 
profile, and by the end of 1996, there was a full-time nurse, a part-time Chaplain, student 
support officer and educational psychologist at the school. These staff provided essential 
support to students and also provided educational programmes (adolescent health, drugs 
education) and pastoral care and links to the community. 
Rather than the traditional role of Head of Department, the school implemented a 
model of Team Leaders who provided both curriculum and pedagogical leadership and 
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pastoral care for students and teachers within a team. Team Leaders were recruited on the 
basis that they had depth of curriculum knowledge In a specialist field, as well as broader 
leadership skills. 
Timetabling for Collaborative Meetings for Teachers 
The senior management team structured the timetable to ensure that each team had at 
least half a day per week to meet and work collaboratively. Under the industrial 
agreements for government teachers in W A, secondary teachers were entitled to the 
equivalent of one-day non-contact per week, and primary teachers, 160 minutes. 
Industrially, teachers in WA could not be asked to 'cover' during this time, although at 
BCC, collaborative meetings were an essential focus for team planning and professional 
development and were mandated at the school level. I negotiated with EDWA for 
primary teachers to be allocated the same non-contact 8 time given to secondary teachers. 
The issue of additional funding required for this non-contact time was however, 
extremely contentious and is explored further in Chapter six. 
When teaching teams met, students participated ill programmes taught by 
specialist teachers in The Arts, Technology and LOTE (Languages Other Than English). 
While specialist teachers worked separately from the teaching teams, where possible, 
they linked their programmes to module themes. For example, when studying the module 
of The Ancient World students participated in a variety of art, design and technology 
activities, that were both complementary and enriching of their studies in the core subject 
areas. 
Vignette 3-3 
The students in Red Team have been working on the 
module 'The Ancient World' and invited me to visit 
their team to look at their work. I looked at my watch 
and suddenly realised I was late and dashed passed 
Arlene, telling her where I was going. I arrived and 
there was a hive of activity. Some students were 
8 Non-contact time in W A is referred to as DOTT time: the acronym stands for 'Duties Other Than 
Teaching'. 
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working in groups prepanng for their module 
presentations. One group was building an Egyptian 
irrigation system, making reference to designs they 
had created on the computer. Another group of 
students was building a pyramid using a CD ROM to 
'walk through' a pyramid as a point of reference. Yet 
another' group was video recording interviews with 
'Ancient Egyptians' on different aspects of their life. 
There were students dressed in costume with an 
assortment of artefacts including sarcophagi, pottery, 
jewellery and food, all hand made in the course of the 
project. Students had worked on these projects for a 
number of weeks, writing, reading, visiting museums, 
accessing data from the internet and CD-ROMs and 
making models using a variety of different media. I 
could tell they were excited about their learning - there 
was an enthusiasm and interest in the projects and the 
quality of the work reflected this interest. When I 
questioned them about their models, they had 
extensive knowledge of the social studies content, and 
many responded enthusiastically with 'Did you know' 
questions - e.g. 'did you know Mrs. Larsen that the 
Egyptians built tunnels in the pyramids that were 
aligned directly with the stars?' They had incorporated 
this level of knowledge into their models. 
I later spoke to the teachers about the students' 
engagement with the work. They were enthusiastic 
about the project, suggesting that the students had 
learned an enormous range of skills and knowledge, 
most were confident users of a range of media and the 
links with the Arts and Technology teams had resulted 
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in the presentation of outstanding work. I reflected on 
some of the lessons I had watched when leading 
Stepping Out, and knew that despite the uncertain 
pathway we are taking, this has to be a better 
introduction to secondary schooling. 
(Larsen, Personal journal, 17th October 1995) 
Subject Leadership and Team Leadership 
As indicated above, Bee middle management staff were recruited with a view to linking 
subject leadership with team leadership. This was a significant shift from established 
policy in W A. Traditionally, Heads of Departments were allocated leadership roles 
within specific faculties. The role of team leadership was foregrounded as a key focus for 
the middle management team. Their expertise and experience was extensive and they 
were all enthusiastic about the challenges proposed. Nonetheless, the transition from 
'subject specialist' to the combined role of subject and team leader created difficulties. 
My previous research (Larsen, 1996) indicated that team leaders constantly 
struggled with their role and a number found the transition difficult: 
There were so many different issues to deal with. I 
have gone through the process of worrying about my 
particular learning area as well as my team. I try and 
focus on solving problems through strategic thinking. 
I'm not naIve enough to think that everything new is 
going to be fme and wonderful to start with. 
(Team Leader, Bee, in Larsen, 1996: 78) 
For the Team Leaders, a recurring issue was the time required to support their team, and 
the difficulty of ensuring subject integrity across the school. 
The dual role is great, very exciting but it always 
comes down to time. ... I found 'though that over the 
year when I was under pressure, if I wasn't careful I 
could easily lapse back into the role of HoD (Head of 
Department) ... especially given that I've got a team 
of very competent teachers. 
(Team Leader, Bee, in Larsen, 1996: 79) 
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3.3.2 Professional Development 
Professional development at BCC was a core component of curriculum planning. There 
were four key elements: 
• Weekly Team Meetings; 
• In-service training, devised and supported by teachers at the school and conducted 
on the six school development days; 
• Teachers Performance Management Plan, which incorporated a component of 40 
hours professional development in their own time9, and 
• The Curtin University Links programme. 
Weekly team meetings were scheduled to allow all team members at least three hours to 
meet together during school time. The team usually decided the focus of these meetings, 
although at certain times, the whole school focussed on specific aspects. For example, 
there were periods when literacy was the focus for the whole school and together, the 
literacy team devised strategies for monitoring and planning for literacy. The result was 
that some team meetings included the collection of students' work samples with explicit 
attention on how best to respond to the variable literacy needs and abilities. The Literacy 
Leader provided guidance and explicit information, training and support for integrating 
literacy into the modules, and modelling in classrooms. Similar strategies were adopted 
for other subj ects, with attention to whole-school monitoring of students' achievement. 
The stated purpose of the team meetings was to utilise and build on teacher 
expertise in order to continue to develop school-based curriculum and work towards cross 
school moderation of standards. However, the structuring of teams and the working 
relationships were not uniformly harmonious (Larsen, 1996). There were many instances 
where teachers' own positioning and ideologies and motivations (Datnow, 1998) resulted 
in conflicts. At BCC, the micropolitics of change and innovation (Ball, 1987; Fink, 
1997), with all the attendant pressures of being in a new school, at times gave rise to 
factionalism, positioning and counter-positioning. Issues relating to establishing 
9 At the time of opening BCC, under the 1995 Industrial Agreement, teachers were required to complete 
forty hours professional development in their own time. This requirement was subsequently withdrawn in 
the 1997 Industrial Agreement. 
86 
credibility, developing working relationships and working collaboratively, all gave rise to 
contestations. 
In-Service Training 
In 1995, EDWA funded three days in-service training for all incoming BCC staff prior to 
the commencement of the school year. The three days were crucial in sharing the Ethos 
and philosophy of the school with staff, and providing a first opportunity to develop 
common understandings. In subsequent years, additional funding was not provided for 
induction in spite of the fact that the school typically gained twenty new staff due to the 
rapid expansion of the school. This meant that induction policies previously put into 
place at the school level and supported by EDW A, were unsustainable and alternative 
strategies were implemented. To address this shortcoming, the senior management team 
organised a voluntary, optional induction for new staff on the last two days of their 
summer vacation. Almost without exception, teachers participated willingly and 
enthusiastically in the induction. Clearly EDW A recognised the importance of staff 
induction to sustain the initiatives at BCC. However, as is so often the case, the 
commitment to innovation in new schools (Fink, 1997) was constrained by resourcing 
limitations and the enormous pressures associated with the rapid growth in the school 
population. 
To address the rapid rise in new teachers, a staff-mentoring programme was 
implemented in 1996. New staff were partnered with existing staff in order to 
complement the school based induction programme. In-service training was also 
provided on the six School Development Days (INSET), which was collaboratively 
planned by teachers and the school management team. 
Performance Improvement 
Given that all staff had been appointed to BCC on tenure, and tenure renewal was subj ect 
to 'satisfactory performance', it was necessary that a performance improvement 
framework be developed at the school. As Foundation Principal my position required that 
I mediate EDWA's policies against the ideals of the Ethos of the school. 
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Vignette 3-4 
We all have the condition of tenure renewal subject to 
'satisfactory performance'. What this means for all of 
us at Bee is unclear, given that there is no framework 
from EDWA. There is a huge range of literature 
relating to the topic of 'performance appraisal', much 
of which emphasises the punitive nature of this. I'm 
totally opposed to adopting such an approach because 
I believe that this would be undermining of the Ethos 
of the schooL I also believe that by working in teams, 
teachers will have ongoing opportunities to reflect on 
their practice and improve their teaching as a matter of 
course. 
After speaking with the staff, we have decided to 
adopt a 'performance improvement' modeL This has 
fewer connotations of 'surveillance' and will help us to 
focus on areas that we wish to improve. We have 
developed a framework where each of us will select 
our own 'performance improvement team' of two 
colleagues, including a member of the management 
team. We will each focus on three areas for reflection 
- personal, school level and EDWA. Each team will 
meet three times in the year to reflect on 'performance' 
and discuss areas of strengths and concern. We will 
link the performance improvement plan with our 
professional development plan so that the professional 
development we are undertaking in our own time is 
directed towards these areas. 
The absence of an EDW A policy means that we 
are really making up the school level policy as we go. 
The obvious questions we have are; by what criteria 
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would someone's performance be deemed 
'unsatisfactory'; how would this be responded to? 
What are the implications for renewal of tenure? I 
don't have the answers to these questions. 
Apart from the obvious difficulties in defining 
'satisfactory' and 'unsatisfactory' performance I see this 
whole area as an industrial minefield, given the current 
Union hostilities towards the school. 
(Larsen, Personaljoumal, April 4, 1995) 
During 1995 a performance improvement system was formally established at BCe. Staff 
were encouraged to form teams of three, of their own choice, including a member of the 
management team. A performance management plan was individually devised, with 
links to personal, BCC and EDW A priorities. At the time, a requirement of the industrial 
agreement for teachers stipulated that all staff undertake forty hours professional 
development and training in their own time. This had to be incorporated into the 
teachers' personal performance improvement plans, and approved by the school 
management team. Teachers at BCC undertook a wide range of professional 
development and training courses. Many were participating in university courses, 
(including the Curtin University Links Programme discussed below); others attended 
professional conferences and in-service courses. 
Curtin University Links Programme 
A University Links Programme was established with Curtin University, and planning 
commenced for Masters and Ph.D. courses to be run at the school from the beginning of 
1995. I negotiated for courses to be focussed on aspects of curriculum, pedagogy and 
collaborative learning, and where possible, to reflect the focus on reflective practice 
(Schon, 1983) and portfolio assessment. 
At the time, I was completing a M.Sc. (Science Education) at the Science and 
Mathematics Education Centre at Curtin University and this provided an ideal 
opportunity to negotiate links. One of the staff from Curtin University, Peter Taylor, was 
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also a participant ill the BCC Think Tank and this meant that he had extensive 
background on the development of the school. Initially fifteen teachers participated in the 
course. Many teachers used the school-based courses to reflect on their practice within a 
theoretical framework, with readings and coursework providing a focus for further 
reflection on practice, and discussions between teams. 
3.3.3 Community Links and Outreach 
BCC had an articulated policy on 'The Community' with the nomenclature being the 
most obvious icon of this focus. While I unpack the meaning of 'Community' more 
thoroughly in the analytical chapters, the focus on 'The Community' had a substantial 
influence on the design and implementation of the curriculum. Where possible, modules 
included direct links to the community and students were encouraged to participate in 
community projects. For example, the first module on 'The Community' involved a 
group of students working with the transport agency to analyse, survey and design the 
new bus route for the suburb of Ballajura. A student presentation to the Transport 
Authority resulted in the plan being adopted. This was one of the many projects 
embedded into BCC curriculum. Industry and local government links, mentoring by 
retirees and the community were also major initiatives at the school. 
3.4 Conclusion 
In this chapter I provided an overview of the structures and organisation ofBCC. There is 
no doubt that EDW A's commitment to facilitating the establishment of an alternative 
model of lower secondary schooling was hugely empowering and exciting at the school 
level. With an imprimatur to be innovative, the school leaders, teachers and the 
community set out to establish a secondary school that drew on the most contemporary 
research in order to create new meanings for secondary schooling in W A. 
At the same time, BCC was part of what has traditionally been a highly 
centralised and regulated government school system. Many of the difficulties that were 
encountered in establishing the school related to the process of navigating existing and 
emerging policies. While the three areas of curriculum, organisation and pedagogy 
were glossed as important concerns for EDW A officers involved in the establishment of 
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Bee, it was the senior management team and teachers at the school who transformed the 
generic notion of 'middle schooling' into a practical reality. This required the mediation 
of many EDW A policies that were in a state of flux. The pressure to have the school 
fully operational in the space of six months gave rise to many tensions, which are 
analysed in the data chapters. As a large, complex bureaucracy, the many branches of 
EDWA (e.g. staffing, curriculum, buildings and facilities) each had a part in supporting 
the establishment of the school. However, each branch of the bureaucracy impacted the 
school in different ways as they struggled with the transition from a highly centralised 
system to a devolved system. While Bee represented an exciting opportunity to 
challenge many of the existing secondary school structures and arrangements, there was 
also a strong agenda to test out new policies and to advance the devolution agenda. In the 
following chapter I examine educational policy theory more thoroughly as a basis for the 
theoretical and methodological framework used in the analytical parts of the thesis. 
91 
PART TWO 
Chapter Four - Policy Practices, Discourse Analysis and 
Social Semiotics 
4.1 Introduction 
In the preceding three chapters, I provided a description of BCC within the broader 
educational context of W A. In this chapter I discuss the theoretical and analytical 
parameters which I used, in order to 'backward map' (Elmore, 1985, cited in Alur, 1998: 
132) the policy processes associated with the establishment of BCC. Linking the context 
chapters to the theory and method is important, because my original proposition was that 
policy making can only be theorised within the 'context of culture' and 'context of 
situation' (Halliday & Hasan, 1985: 11). It should be evident from the preceding chapters 
that change did not involve single discourses at a single site. BCC was opening at a time 
when a raft of new policies were evolving and senior EDW A officers and government 
viewed the school as a testing ground for many of these policies. This resulted in a range 
of emerging policies all intersecting at different stages of realisation and each, being 
mediated and transformed differently, in different domains. 
In the first part of this chapter, I define 'policy' more thoroughly, illustrating the 
theoretical and methodological shifts that have occurred in educational policy research. I 
then review a number of policy studies that helped in framing the study through the social 
semiotic lens. I will then move to a more thorough description of the theoretical 
framework used in the analysis of the data. I include a discussion of critical discourse 
analysis (CDA) and social semiotics that were the methods used to examine the 
multifarious texts that arose within the policy contexts of establishing BCe. 
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4.2 Defining Policy 
In Chapter one, I suggested that in the context of this thesis, policy should be viewed as a 
process of meaning making, through which change is contested and mediated. This 
defmition differs from many policy researchers, and needs therefore, to be situated in the 
broader context of policy research. In this section, I will discuss some of the significant 
differences in policy research, highlighting how the term has been used to frame 
methodological and theoretical approaches to policy and change. 
The term 'policy' is used in a variety of ways and has been analysed from a wide 
range of perspectives (Marshall & Peters, 1999; Taylor et aI., 1997) and for different 
purposes (Ozga, 2000). In general, 'policy' 'refers to statements and courses of action that 
policy-makers and administrators intend to follow' (Codd, 1988: 237) in order to 
introduce change. Rational models or technical-empiricist approaches (Taylor et aI., 
1997) provide a range of typologies which conceptualise policy as a linear process that 
begins with the identification of issues or problems, development or formulation of 
policy through to implementation and evaluation. The technical-empiricist view of 
policy-making sees policy occurring in quite distinct phases with discrete policy 
functions for the policy researcher, the policy maker and the policy recipient (Codd, 
op.cit.). 
For Hill, (1993) 'policy' is understood as the process of defining objectives, 
setting priorities, defining the plan of action and specifying the rules for implementation. 
Hogwood and Gunn propose a more extended model which includes the following nine 
stages: 
(1) Deciding to decide (issue search or agenda setting). 
(2) Deciding how to decide (or issue filtration). 
(3) Issue definition. 
(4) Forecasting. 
(5) Setting objectives and priorities. 
(6) Option analysis. 
(7) Policy implementation, monitoring and control. 
(8) Evaluation and review. 
(9) Policy maintenance, succession or termination. 
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(Hogwood & Gunn, 1984: 24) 
Despite the linearity of the stages of policy suggested above, Hogwood and Gunn 
recognise that 'policy' represents a wide range of activities. They suggest that 'policy' 
should be conceptualised as a 'field of activity', 'a general expression of general purpose 
or desired state of affairs', as 'formal authorisation', as 'a programme', as 'output' as 
'outcome' as a 'theory or model' and as 'process' (Hogwood and Gunn, 1984 in Taylor et 
at., 1997: 23). Technical-empiricist models, like those listed above, imply that 
educational policy-making is uncontested and relatively straightforward. Such models 
pay little or no attention 'to struggle and transformation in power relations and the role 
that language plays therein' (Fairclough, 1992). As such, many technical-empiricist 
studies of educational policy focus on commentary and critique rather than an 
examination of the exercise of political power and the language that is used to legitimate 
the process (Codd, 1988). Testimony to this is the large number of studies of policy 
implementation and evaluation, which typically see the policy process occurring in 
discreet phases in much the same way as those suggested above. Many of these studies 
assume that the language used in policy processes is quite transparent, implying settled 
and unequivocal 'readings' of policy texts. Many policy studies often convey 'no sense of 
the political struggles involved in developing and implementing policy' (Fulcher, 1989). 
Increasingly, there has been an acknowledgement of the limitations of technical-
empiricist approaches, and policy researchers have indicated a need for research that 
takes into account a more dynamic nature of educational policy-making (Ball, 1 994a; 
Bowe et aI., 1992; Fitz & Halpin, 1994; Maguire & Ball, 1994; Ozga, 2000; Taylor et aI., 
1997). Each of these researchers in different ways, problematise the tendency of viewing 
the stages of policy in discreet phases of formulation and implementation. Fitz and 
Halpin (1994) for example, argue that policy studies which focussed on 'top down' 
models failed to recognise the diverse range of agents who actively participated in the 
shaping of policy. 'Top down' models, are primarily concerned with how implementation 
occurred at the 'street level' (p. 54) and how different interpretations of the policy 
objectives occurred in the process of implementation. 
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Criticism of 'top down' models of policy implementation led to an increase of 
'bottom up' research, which changed the object of study and the methods of enquiry (Fitz 
& Halpin, 1994 :54). 'Bottom up' policy studies sought to expand the data set to include 
'actors, organisations and individuals 'outside' the authority structures ... [who] were 
assigned an active role in the process' (ibid.). Whilst 'bottom up' policy studies provided 
information on how the end-users of policies mediated and transformed the official policy 
texts, these models were also criticised for the following reasons (paraphrased from Fitz 
and Halpin (ibid.): 
• they tended to over-emphasise the ability of the periphery to frustrate the 
intentions of the centre; 
• they failed to acknowledge the historical antecedents, including previous policies 
and the influence and activities of participants in the past, and 
• in focussing on the activities of the end-users of policies, they failed to attend to 
the 'social, legal and economic factors which structure the perceptions, resources 
and participation of those actors' (Sabatier, 1986: 35 cited in Fitz & Halpin, 
1994). 
The central concern of many contemporary policy researchers is how to avoid the 
artificial separation between policy formulation and implementation and also to avoid the 
limitations of either 'top down' or 'bottom up' approaches. 
Bowe and Ball with Gold (1992) sought to address this problem by representing 
the policy process as a circular one, which involves the writing up and writing down of 
policy. That is, the process is understood to be a far more dynamic and dialogic one than 
that proposed by technical-empiricist models or models that dichotomise the 
formulation/implementation stages. Of all the 'policy models' reviewed, it was Bowe et 
als'. (ibid.) model that was most useful in representing the multiple, competing and 
complementary discourses that intersect in the policy process. I tum now to a discussion 
of their model. 
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4.2.1 The Processes of Policy-Making - Bowe & Ball, with Gold's Model 
Bowe et ai. (1992) adopt a post-structuralist approach and draw on discourse theory to 
illustrate that policy-making can be conceptualised as a continuous cycle which involves 
multiple power struggles arising from the intersection of, and contestation between, 
competing discourses and ideologies. For Bowe et ai. (ibid.), the process of policy is far 
more haphazard and far more fluid than that suggested in the linear models discussed 
above. The authors suggest that in the implementation phase of policy, there is scope for 
multiple mediations and interpretations, which in tum give rise to different outcomes. 
Underpinning Bowe et. als'. (ibid.) model is the view that the policy process is 
highly complex, is often difficult to control in terms of effects and often results in 
unintended and unforeseen outcomes. In theorising the process of policy-making, Bowe 
et ai. (ibid.) provide a model of the contexts of policy-making which attempts to capture 
the dynamic inter-relationships between the multiple policy domains. 
Figure 4-1: Bowe and Ball with Gold -Contexts of policy-making 
/ontextofmflU,"'~ 
Context of policy .... IIIIIII-------i.~ 
text production 
Context of 
practice 
(Bowe et aI., 1992 :20) 
This model, described as a 'heuristic representation' indicates three primary policy 
contexts, each of which consists 'of a number of arenas of action, some, public, some 
private' (ibid.). The context of influence is typically the arena in which public policy is 
initiated. It is within this context that different agents engage in struggles to influence the 
policy process, using a range of discursive formations to influence the definition and 
direction of educational change. The authors suggest that within the context of influence, 
key policy concepts are established through discursive practices and contestations. The 
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extent of influence exercised by different agents is dependent upon the outcome of the 
inevitable contestations that arise and the positional power of the policy actors. 
Within the context of BCC, policies relating to devolution, changing employment 
practices, the introduction of an outcomes based curriculum, and changes to secondary 
school structures and buildings were all on the political agenda. Each of these policy 
agendas had their origins at the central or government levels or to use Bowe et als.' (ibid.) 
terminology, the 'context of influence'. 
The second stage in Bowe et als.' (ibid.) heuristic, is the context of policy text 
production. This stage indicates a more 'settled' notion, because it is at this stage that 
policy is formalised into written text. However, texts, whether written or spoken, by their 
very nature, are open to interpretation and misinterpretation. Formal written policy 
documents may therefore be supplemented by 'official' commentaries, which serve to 
mediate the formal policy document(s), legitimising and giving currency to the discourse 
and lexicon. The production of the policy text does not in itself, signal the finished 
product because the interpretation and implementation of the policy is the stage in which 
individual agents engage with the policy within their own context. 
The third stage in the model relates to the context of practice which refers to the 
process of implementation. It is here that multiple interpretations can result in eschewing 
the original intention of the policy. Teachers, principals and other agents interpret the 
policy through their own experiences and contexts. Bowe et a1.(ibid.) suggest that within 
the context of practice agents associated with policy are actively involved in meaning 
making. They argue that: 
(P)olicy is not simply received and implemented 
within [the context of practice] rather it is subject to 
interpretation and then 'recreated'..... Practioners do 
not confront policy texts as naIve readers, they come 
with histories, with experience, with values and 
purposes of their own, they have vested interests in the 
meaning of policy. Policies will be interpreted 
differently as the histories, experiences, values, 
purposes and interests which make up any arena differ. 
The simple point is that policy writers cannot control 
the meanings of their texts. Parts of the texts will be 
rejected, selected out, ignored, deliberately 
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misunderstood, responses may be frivolous, etc. 
Furthermore, yet again, interpretation is a matter of 
struggle. Different interpretations will be in contest, 
as they relate to different interests. 
(Bowe et aI., 1992 :21-2) 
The strength of the above model lies in the acknowledgement of the complexity 
and the dynamic nature of the policy process. In later work Ball (1994b) acknowledges 
the need to incorporate into the model, two additional contexts that take account of the 
political aspects of policymaking, and also attend to issues of social justice. To address 
these concerns, Ball added the context of outcomes and that of political strategy, to the 
above policy cycle. The context of outcomes focussed on the need to address policy 
outcomes in terms of the goals articulated by the policy, and the social justice goals. The 
political strategy relates to the evaluations undertaken in respect to the two aspects of the 
context of outcomes. 
Ball's work has been significant in educational policy research in that it has 
highlighted the methodological and theoretical importance of discourse in educational 
policy research. Ball and his colleagues' work differs significantly from technical-
empiricist models in that policy is conceptualised as a struggle for meaning making. In 
differentiating between 'policy as text' and 'policy as discourse' Ball emphasises the 
multiplicity of discourses that intersect in the policy cycle: 
Policy is both text and action, words and deeds, it is 
what is enacted as well as what is intended. Policies 
are always incomplete insofar as they relate to or map 
on to the 'wild profusion' of local practice. 
(Ball, 1994a: 10) 
4.2.2 Policy Studies Using Discourse Analysis 
Like Bowe et ai. (op. cit.) policy researchers such as Fulcher, (1989), Kenway, (1995; 
McRoul, (1984) and Taylor et aI., (1997) have attempted to capture the complexity of 
policy processes utilizing various methodologies of discourse analysis. Fulcher (ibid.) 
adopted a discourse focus in her research on integration policies in Victoria, Australia. 
The research examined how different groups within the educational arena, influenced 
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policy relating integration and integration support groups (p. 4-6). In attempting to 
represent policy processes, Fulcher stressed that mediation of policy took place through 
multiple discourses, which intersected in the process and inevitably led to tensions, 
contestations and contradictions. She also drew attention to the political nature of policy, 
Figure 4-2: A political model of policy based in a theory of discourse. 
Educational apparatus 
~ 
POLICY as STRUGGLE 
Objective 
............ 
................. 
. .............• 
. ............... . 
Discourse b Objective b 
(Fulcher, 1989: 4-6) 
While the model is useful as a representation, the 'arena' has the appearance of a single 
domain, rather than multiple discourses from multiple domains, all intersecting in 
different ways. 
Taylor (1997) attempts to address the issue associated with multiple policy actors, 
and draws on the work of both Bowe et al. (1992) and Fulcher (ibid.) in her research in 
Australia and Britain. For Taylor, discourse theories provided the methodological and 
theoretical tools for tracing how 'policy problems' are constructed and defined - how 
particular issues 'get to be on the policy agenda' (Taylor, 1997 :28). In her studies of 
equal. opportunities policies in Australia, Taylor traces the lexical changes that ocqllTed 
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in the course of the policy process. She argues that changes in the economic, social, 
political and cultural contexts of Australia at the time shaped the content and language of 
policy documents. Discourse theories have been used by Taylor not only to examine the 
construction of policy but also to investigate how policies are 'read' and 'used' in different 
contexts (p.29). In a joint study with Henry, Taylor examined the implementation of the 
Carmichael Report, a major report that was released in Australia in the early 1990s 
addressing vocational education (Henry & Taylor, 1993). Henry and Taylor (ibid.) 
looked at 'text and consequences' (p. 31) in order to examine the dynamics and politics of 
'on the ground' policy processes. The study illustrated that there were major slippages 
between the rhetoric and practice - the phenomenon described as 'policy refraction' 
(Freeland, 1981 cited in Taylor, 1997). The point that Taylor makes, is that in the course 
of policy implementation, the process of negotiating meanings and responding to political 
imperatives to get policies 'up and running' (ibid.), often results in a range of struggles 
arising from differing power relations between different policy 'layers'. Discourse 
analysis is considered an important methodological means of analysing these layers 
within their contexts and in relation to broader policy agendas. From the BCC 
perspective, the pressures of time, to have the school fully operational within the space of 
six months, certainly meant that policy processes were very much negotiated within the 
constraints of getting the school 'up and running'. As I show in later chapters many 
policy decisions were made 'on the run' (as described by an EDWA Senior Officer), 
rather than in a coherent and strategic manner. 
Some policy researchers have criticised post-structuralist approaches to policy 
theory arguing that they underplay the constraints of the state on the policy-making 
process. Hatcher and Troyner, for example, argue that Bowe et als.' policy cycle 'distorts 
understandings of the policy process, especially in relative powers which it assigns to the 
central apparatus of the state and to the schools' (Hatcher & Troyna, 1994 :156). Gerwirtz 
(1996) accepts Bowe et als'. (ibid.) contention that policy processes are often difficult to 
control and sometimes indeterminate, however, is concerned that policy studies that focus 
on discourse have tended to underestimate the power of the state, and the difficulties 
associated with local contestation of state policies. Her study of the effects of the 
introduction of market mechanisms in England after the 1988 Education Reform Act and 
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the difficulties experienced by schools in responding to the changes (Gewirtz, 1996) 
illustrates the limited power that schools have in responding to some policies of the state. 
Oversubscribed schools for example, had far more scope to manoeuvre than 
undersubscribed schools. The former could introduce selection methods that controlled 
the number and type of students. Oversubscribed schools could filter out disruptive or 
low achieving students (often those from low-socio-economic backgrounds), or those 
with special needs, whilst undersubscribed schools were often pressurised to take all 
comers, regardless of their background, in order to maintain enrolment figures, and thus 
their funding. Whilst Gewirtz (ibid.) is primarily concerned about social justice issues, 
her study is relevant to the study of BCC, in that it suggests quite clearly there are some 
policies of the state over which schools have little or no controL There is no question that 
state policies impact schools. The measure of control and the range of responses are 
often determined by local factors, beyond the control of the school community. 
Henry and Taylor (1993) also criticise post-structuralist approaches to policy 
research for failing to situate fine-grained analysis in a material or structural analysis. In 
responding to this criticism, policy researchers are increasingly incorporating into their 
research, structural analyses, including theories of the state, in order to address the 
structure/agency dichotomy (Ball, 1994a). I turn now to a discussion of a number of 
these studies, to extend the discussion of policy processes. 
4.3 Policy and the State 
In Chapter two, I discussed the wide range of policies that were in varying stages of 
formation in WA, at the time of opening BCC. Many of these policies were inextricably 
linked to the state, which at the time, was undergoing a radical restructuring under neo-
liberal ideologies (Dale, 1997). Because this thesis addresses the relationship between 
established and emerging State policies and their impact on the establishment of BCC, I 
have included the following discussion of some of the literature relating to policy and the 
state. 
In his discussion of policy and the state, Dale (ibid.) suggests that there has been 
an increasing move in most Western societies towards neo-liberalism and that education 
systems face three central problems; (i) supporting the capital accumulation process, (ii) 
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guaranteeing a context for its continued expansion, and (iii) legitimating the capitalist 
mode of accumulation including the state's own part in it, especially in education (p.274). 
While Dale (ibid.) stresses that different states have responded to global changes in 
different ways, he also argues that in general, there are common patterns occurring in 
most Western education systems. In broad terms, these changes relate to the two 
categories of governance and accountability. In terms of governance, Dale suggests that 
'state intervention' in education has three distinct influences - 'how it is funded, how it is 
provide.d and how it is regulated (ibid.: 275, original italics). Dale further asserts that 
three major institutions, the state, the market and the community, as the key co-ordinators 
of these activities, have had their roles expanded dramatically in recent times. Certainly, 
in the context of this study, these were all major considerations for the opening ofBCC. 
In his discussion of accountability, Dale (ibid.) draws on the work of Offe (1990) 
and suggests that the state's capacity to act effectively may be severely limited. The 
limitations often occur 'in policy areas where the passions, identities, collectively shared 
meanings and moral predispositions within the "life world" of social actors (rather than 
their economic interests) are the essential parameters that need to be changed in order to 
achieve a solution' (Offe, 1990, cited in Dale, 1997: 280). Dale's position emphasises how 
individuals bring their own meaning making to the policy process and individual 
dispositions and habitus impact significantly on the shaping of policy. This discussion is 
particularly relevant when considered within the context of the changes that were being 
proposed for BCC. 
According to Dale (ibid.), the process of devolving accountability to the 
community is a further strategic response by the state to maintain control and at the same 
time distance itself from the actions of its agents. The point is also made that devolution 
of decision making to local communities is often a rather token effort; what Dale terms a 
'licensed departure of a very limited kind, rather than the actions of a genuinely liberal 
state in a pluralist society' (ibid.). 
In relation to this study, the State certainly devolved many responsibilities and 
decisions to the local Ballajura community. However, as I suggest in the analytical 
chapters, there was some confusion and certainly a good deal of control surrounding the 
implementation of change and innovation at BCC. 
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Like Dale (ibid.), a number of policy researchers have focussed on the 
contradictory nature of the demands made on the state, and the tensions that arise from 
the need to simultaneously meet these demands (Codd, Gordon & Harker,1990; Ozga, 
2000). Making reference to the situation in New Zealand, (which has remarkable 
parallels to the situation in W A after the release of Better Schools (Ministry of Education, 
1987), Codd et aI. (ibid.) theorise the relationship between the state and policymaking 
from a neo-Marxist position. Adopting a Gramscian perspective Codd and his colleagues 
argue that state education policies in New Zealand can be seen as 'attempts by agents of 
the state to deal with the complex and contradictory problems of fiscal management and 
political legitimation' (p. 15). What emerges in the discussion by Codd and his 
colleagues is that classic conceptions of the state, from a Marxist perspective, do not 
adequately account for the complex functions of state institutions and the current changes 
in educational policy-making. Quoting O'Connor, the authors suggest that: 
Neo-Marxism stresses that politics and state policy are 
deeply enmeshed in modem capitalist accumulation. 
The deep interpenetration between state and capital, 
policies and the market, means that modem 'political 
capitalism' is inexplicable in terms of conventional 
economic and political theory. Instead, it is argued 
that we need new kinds of political economic theories 
which explain economic crisis in relation to political 
processes and dynamics. 
(O'Connor, 1987, cited in Codd, Gordon, & Harker, 
1990: 16) 
In seeking to provide new ways of theorising the state, Codd and his colleagues also draw 
on the work of Offe (1984), who argues that the capitalist welfare state 'seeks to 
implement and guarantee the collective interests of all members of a class society, 
dominated by capital' (Offe, 1984 cited in Codd et aI., 1990 :16). In terms of policy, this 
means that state agencies are faced with two contradictory purposes. On the one hand, a 
key motivation is to provide for the disadvantaged in the community by 'market exchange 
processes', and on the other hand there needs to be policies that support 'the commodity 
production and exchange relationships of the capitalist economy' (ibid.). 
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In a more extended discussion of policy and the state, Torres, (1995) reviews 
theories of the relationship between the state and education, including liberal, 
neoconservative, neoliberal, neo-Marxist, poststructuralist, postmodernist and feminist 
theories. Not only does the analysis demonstrate the wide-ranging theoretical 
perspectives adopted by policy researchers, it also highlights the multilayered, complex 
and dynamic nature of the relationships between the state and education. Torres (ibid.) 
suggests that many policy studies are concerned with either implicit or explicit analysis 
of: 'the relationships between education and government, the relationships between 
education and the economy, and the relationships between education and citizenship 
building' (p.262). In Chapter two, I suggested that many of the changes initiated at BCC 
were a direct result of national and State level policies that had increasingly become 
associated with the role, purpose and functioning of government in Australia. As a result, 
federal and State policies were increasingly linking education to the economy (Kenway, 
1995). 
Education and citizenship building, the third of Torre's (op. cit.) considerations 
for policy studies, implies analysing the ways in which the state socialises individuals in 
particular ways. Torres draws on theories of cultural reproduction, making reference to 
to Bernstein, (1996) to illustrate how state-education systems structure the power and 
control relations of knowledge transmission through the pedagogic device. For 
Bernstein, (ibid.) the pedagogic device of education systems is structured by the rules of 
production, recontextualisation and evaluation. Production rules demarcate between 
'thinkable' and unthinkable' or 'esoteric' and 'mundane' forms of knowledge. 
Recontextualization suggests Bernstein (ibid.), is the ideological process through which 
discourses are brought into new relations with other discourses through a process of 
delocation, relocation and refocusing. In the case of BCC, research on middle schooling, 
undertaken in other States and countries, was recontextualized by the planners and 
architects to justify the inclusion of year seven students at the school. In this way, the 
power and control relations internal to the research on middle schooling were used to 
influence both the curriculum and pedagogical arrangements at BCC. 
In this section, I have mapped out the different approaches to policy research, 
suggesting that more recently, there has been greater attention to the theoretical 
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consideration of discourse and the importance of situating policy research within a 
broader theory of the state. Clearly there are a number of dominant discourses being used 
to theorise educational policy and these relate directly to discourses of change and 
innovation. 
In the following section, I will discuss the particular approach to discourse that I 
used in framing much of the analytical parts of the thesis, including critical discourse 
analysis and social semiotics. 
4.4 Critical Discourse Analysis as a Tool for Policy Research 
In this section I clarify the relationship between the analytic traditions of critical 
discourse analysis and social semiotics, because in some policy studies, analysts conflate 
the two methods under the broader heading of 'Critical Discourse Analysis' (CDA) 
(Janks, 1997). Social semiotics and CDA are both underpinned by a critical theory of 
language which are concerned with the study of texts from a political perspective 
(Fairclough, 1995; Mills, 1995). Critical discourse analysts are not just interested in the 
role that language plays in shaping social practices, but also how social and cultural 
practices shape language. In this sense, critical discourse analysts are concerned with the 
'social and political forces and processes as they act through and on texts and forms of 
discourse' (Hodge & Kress, 1988 :vii). Critical linguistics is also crucially connected to 
the study of ideology since linguistic meaning and ideology are both dependant on social 
structures (Fowler & Kress, 1979). Language, whether spoken or written is therefore a 
central concern in discourse analysis. 
Fairclough's (1989, 1995) model of CDA ties together three different but 
interrelated processes of analysis, which are linked to three interrelated dimensions of 
discourse. These include: 
(1) the text which is the object of analysis (whether spoken or written); 
(2) the processes of production and interpretation (writing! speaking! reading! 
listening!viewing either individually or in concert), and 
(3) the social and historical conditions of production and interpretation. 
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For Fairclough, each dimension requires a different kind of analysis: 
(a) Text analysis (description); 
(b) Processing analysis (interpretation), and 
(c) Social analysis (explanation). 
Figure 4:3 is a representation of Fairclough's dimension of discourse and discourse 
analysis. I have added to Fairclough's original diagram and incorporated the analytical 
aspects in the far right hand box after (Janks, 1997 :330). 
Figure 4-3: Fairclough's dimension of discourse and discourse analysis. 
Social conditions of production 
Process of production 
Description ~ 
-~ -- (text analysis) Text 
---
~ Interpretation 
----
(processing 
analysis) 
Process of interpretation 
Explanation Interaction V (social analysis) 
/ Social conditions of interpretation 
Context 
(Fairclough, 1989 :25) 
Fairclough emphasises that a text is a 'product of the process of text production' 
(ibid.: 24) within a broader discourse. Discourse, involves social conditions of 
production and interpretation at three different levels: the level of the immediate social 
situation, the level of the social institution and the level of the society as a whole (p.25). 
The embedding of the boxes in the above figure indicates the interdependence of the 
dimensions of discourse. 
According to Fairclough (ibid.) in undertaking discourse analysis, each of the 
stages of description, interpretation and explanation require different analytical 
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approaches. The stage of description is concerned with the fonnal properties of the text, 
and will focus on how these properties influence production/interpretation. The 
interpretation stage examines 'less detenninate aspects of text' (Fairclough, ibid.: 27) and 
focuses more on the situational context and the intertextual context. The explanation 
stage 'is concerned with the relationship between interaction and social context' (ibid.: 26) 
and involves an examination of both the social processes in which the text was produced 
and interpreted and also the social effects. Fairclough's (1989, 1995) analytic framework 
is especially useful because it provides multiple entry points into a text and focuses on 
different signifiers that make up the text (Janks, 1997). 
Critical discourse analysis has provided researchers with the analytical tools for 
'reading between the lines' (Kress & van Leeuwen, 1996 : 13) in texts in order to bring to 
the fore, the power relationships in meaning making. Researchers in the CDA field such 
as Fairclough (1992, 1993, 1996) have also sought to trace broad trends in public 
communication as a method for understanding social change. For example, Fairclough 
(1992) has traced what he tenns the 'colonising movement of advertising from the 
domain of commodity marketing ... to a variety of other domains' (p.117). He illustrates 
how schools and universities are increasingly directing resources to marketing as part of 
the enterprise culture in education, a point that is taken up by other policy researchers 
(cf.Whitty, 1997a, 1997b; Kenway, Bigum & Fizclarence, 1993). 
Fairclough draws on Gramsci's (1971) concept of hegemony, arguing that there is 
a close connection between hegemony and discourse. The concept of hegemony relates to 
the process of 'the winning of consent in the exercise of power' (Fairclough, 1995 : 17). 
'Hegemonies within particular organizations and institutions and at a societal level are 
produced, reproduced, contested and transfonned in discourse' (Fairclough, 1992 : 10). 
Within organisations, alliances are fonned and certain concepts gain valence within the 
'field of statements' (Foucault, 1972 cited in Fairclough, 1992 :46). These concepts are 
incorporated into the discourse and subordinate groups and concepts are subjected to a 
mode of domination, not by coercion, but rather through a process of integration. 
Discourse becomes a crucially important element in the process of social change. 
Through the process of intertextuality (see below), orders of discourse are transfonned 
through a process of hegemonic struggle. This results in the 'articulation, disarticulation 
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and rearticulation of elements within a discourse' (Fairclough, 1992 :93). Dialectical 
processes ultimately contribute to the reproduction and transformation of discourses and 
new hegemonies. An example relevant to this study, is the colonising movement of 
devolution in education, which has been implemented in varying forms in many countries 
throughout the world and was a central policy concern at the time of opening BCC. 
CDA has been selected as one method for this study because like Fairclough, (ibid.) 
I am interested in tracing trends in the educational arena within the context of 
establishing BCC: looking at the interrelatedness of theoretical, political and institutional 
dimensions of change and innovation. 
While CDA offers a method for explicating how we make meaning from linguistic 
semiotic resources, social semiotics seeks to explicate how we make meaning through all 
of the semiotic modes at our disposal (Lemke, 1998). In the following section I outline 
how I used a theory of social semiotics as an important theoretical tool for policy 
analysis. 
4.5 Social Semiotics as a Tool for Policy Analysis 
Social Semiotics is not a separate and discreet field of critical discourse analysis (CDA): 
there are close relationships between the two. Hodge and Kress stress this link, 
explaining that: 'social semiotics [then] emerged to subsume CDA into a broader study 
of all semiotic systems involved in the construction and circulation of meaning. But the 
successive stages have not rendered the previous stages obsolete' (Hodge & Kress, 1993 
:159, my emphasis). 
Semiotics has its origins in the work of the Swiss linguist, Ferdinand de Saussure. 
Central to Saussure's theory of language was the study of signs. Although linguistics was 
seen as only one part of the science of signs, Saussure thought that 'of all other 
semiological systems, language could be best expressed in terms of a system of 
structures' (Guske, 1998 : 1). Saussure posited that language could only be understood by 
conceiving of it as a system of structural relationships. In this way, he differentiated 
between language 'langue', 'the norm of all other manifestations of speech', and 'parole', 
the individual realisation of speech events' (ibid.). For Saussure, the nature of the sign is 
arbitrary; 'a physical object with a meaning' (Fiske, 1982 :44). The relationship between 
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the signifier and signified is not inherent to either the quality of the signified, or the 
word/sound. As such, the meaning of a word is not determined by the external reality in 
which it is used, but rather, in opposition to other words within the system. The meaning 
of individual signifiers is 'defmed not by [its] positive content but negatively by [its] 
relations with the other terms of the system' (Cobley, 1996: 104). 
In theorising language as a system of structural relations, Saussure posited that 
words derive meanings across two axes - 'on the syntagmatic axis, a word is assigned 
meaning by the words surrounding it, whereas on the paradigmatic axis a word derives 
meaning from the words that were not chosen' (Guske, op.cit.). 
While Saussure's theory of meaning making was based on 'how language means 
systematically' (ibid.) social semioticians are interested in the social aspects of language. 
For most social semioticians the sign is not the result of an arbitrary connection of form 
and meaning. Rather, the meaning is expressed in a form which is most apt, most 
plausible, for the expression of that meaning. In other words, signs are, in the relation of 
meaning and form, motivated. This motivation expresses the interests of the maker of the 
sign in that which is to be represented. In my thesis, this is crucial: an architectural 
drawing, or a building, or a curricular document, can be treated as a sign in which the 
form of the sign leads to plausible hypotheses about meaning. Hence, a building can be 
read for its meaning. 
Halliday (1978) is concerned with 'how language means only as it gets used' 
(Guske, 1998 :3). Central to Halliday's (1978), theory is the view that the socio-cultural 
environment in which communicative acts take place is crucially important to meaning 
making. As I suggested in Chapter one, Halliday stressed that 'a social reality (or a 
'culture') is itself an edifice of meaning - a semiotic construct' (ibid. :ii). The 'functional 
interpretation of meaning' can only be achieved by taking into account the importance of 
the 'context of culture' and the 'context of situation' (ibid. : 8). Halliday speaks of language 
as 'meaning potential' and identifies three functions: the 'ideational', the 'interpersonal' 
and the 'textual', which work together to produce meanings in any given situation. These 
functions of meaning 'are all interwoven in the fabric of the discourse' (Halliday & 
Hasan, 1985: 23). The 'ideational' function is predominantly realised in 
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lexicogrammatical tenns and is a function of 'representing the world around and inside us' 
(Kress & van Leeuwen, 1996 : 13). 
The interpersonal function relates to the function 'of enacting social interactions 
as social relations' (Halliday, op cit.) and is connected to the 'tenor' of discourse as 
determined by the roles that are either assumed or assigned to the interlocutors. The 
fonnal situation of an industrial tribunal for example, is quite different to an infonnal 
discussion with an architect to decide the colours of the 'front office' of a school. That is, 
choices of 'mood' and 'modality' (Halliday, 1978 :223) are determined by the field; which 
relates to what is happening or the social action taking place (Halliday & Hasan, 1985 
:12). 
Halliday's 'textual' function relates to the textual features of a spoken, written and 
in the case of this thesis, drawn and built fonns that come together to fonn a text. Any 
text is made up of different compositional arrangements 'which are combined as 
complexes of signs which cohere both internally and with the context in and for which 
they are produced' (Kress & van Leeuwen, 1996 :41). 
Social semiotics views all texts as 'infonnation systems' (Halliday, 1978 :2). The 
notion of text in the work of social semioticians, includes not only spoken or written 
words, but also all other semiotic ways of encoding meaning: in a wide variety of modes, 
including architecture and built fonns. These signs work to give meaning as 'motivated 
conjunctions' (Kress & van Leeuwen, 1996 :7) between the signifier and signified. 
Whilst they may at times be represented in linguistic fonns such as speech and writing, 
they are frequently made up of complex interlocking systems which arise from the social, 
historical and cultural backgrounds of the sign maker and the sign reader. Thus, in 
analysing school change by looking at texts, it is necessary to view these texts within a 
wider contextual framework and to integrate the linguistic factors with the socio-
linguistic. As Kress suggests: 
The social occasions of which texts are a part have 
fundamentally important effects on texts. The 
characteristic features and structures of those 
situations, the purpose of the participants, the goals of 
the participants, all have their effects on the fonn of 
texts which are constructed in those situations. The 
110 
situations are always conventional. That is, the 
occasions in which we interact, the social relations 
which we contract, are conventionalised more or less 
thoroughly, depending on the kind of situation it is. 
(Kress, 1985 :19) 
In analysing BCC architectural drawings, there was a need to move beyond 
language as the main focus for analysis and to recognise the importance of the medium of 
drawing as an alternative means of meaning making. Architectural drawings as a genre 
typically combine the two modes of graphic and visual communication: the use of images· 
as the predominant mode suggests that drawings create meanings in ways not possible in 
words. As Kress and Van Leeuwen (1996) point out, the visual 'encode(s) in a manner 
not at all directly dependent on, or a 'translation' of, verbal language, aspects of culture 
which are deemed to be best represented in visual form' (p.19). 
Social semiotics provides a theoretical frame for viewing change in terms of 
'interested action of socially located, culturally and historically formed individuals' 
(Kress, 1997b :19). Kress (ibid.) sees change as constant transformations of 
representational resources within a particular social and historical moment and III 
response to a particular occasion. That is, there is a 'personal, affective and social 
interest' which shapes the 'direction' of the remaking of the resources (ibid.) as signs, 
whether simple or complex. 
Understanding the impact of policy changes with regard to middle schooling and 
'community' can be understood more thoroughly by examining the semiotic webs that 
constituted the 'social' in the early 1990s, a time when there were multiple policy agenda 
circulating within and around the educational arena. This was a period when change was 
penetrating every aspect of schooling - curriculum, pedagogy, work practices and notions 
of ' community', and these policy changes were in tum, 'built into' the BCC buildings. 
The key question relating to the BCC architecture for example, was to examine 
how the discourses of school change influenced the representational language of 
architecture which in 'tum influenced the spatialising practices (de Certeau, 198411988) of 
students and teachers within the school. Clearly the architectural drawings and built 
forms outline the modus operandi; a narrative of what it is to be a student, a teacher, a 
principal, a community member and secretary within a given spatial arrangement; in this 
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case, a new secondary school. They are not merely figurations (de Certeau, ibid.) they 
are in fact constitutive of the operations and social interactions envisioned within the 
given spaces. The architectural drawings are also inscribed with ideologies and meanings 
outside the text - that is they are the material realisation of policies relating to new forms 
of secondary schooling and new curricular arrangements. 
Thus, the representation of a 'Community College' produces a different notion of 
a secondary school. It is constructed with a narrative in mind - what the teachers and 
students will do, how the community will participate in the school and what the spatial 
arrangements for students and teachers will be. Central to the analysis of BCC 
architecture was a motivation to understand how discourses of change and innovation, of 
middle schooling and 'community' were semiotised into architectural features of the 
school and subsequently, impacted on new organisational structures and social 
arrangements. How did architectural representations authorise certain ways of being and 
doing? What discourses contributed to reinforcing and perpetuating existing practices and 
what others opened up possibilities for new alternatives? 
Because the social domains and domains of practice associated with the 
establishment of a new school have different practical, political and ideological foci, 
social semiotics allows the examination of the specificities of each. It was the variety of 
forms of texts that constituted the data for this study, that required an alternative method 
of analysis. For example, the interviews are quite different in material form and 
discursive formation to the architectural drawings. Because social semiotics is equally 
interested in all modes of representation, it allows for an analysis of a variety of data 
related to different domains of social practice associated with the establishment of the 
school. Thus, social semiotics with its emphasis on all modes of meaning making, makes 
it possible to theorise the interconnection between texts and social structure. Texts are 
not static, nor do they carry one 'true' meaning. As any text is read or spoken in different 
contexts, it is changed, sometimes in 'entirely minute and barely noticeable ways' (Kress, 
1997a :94) to suit the purpose and context of the new sign maker. In terms of policy 
processes, this then means that individual agents draw on existing texts through a process 
of'intertextuality', and it is this concept that I will now examine more thoroughly. 
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4.5.1 Intertextuality 
The term 'intertextuality' was first used by Kristeva (1986) to explain the constitutive and 
constituting nature of texts. Working closely from the work of Bakhtin, (1986) Kristeva 
posited that intertextuality implies 'the insertion of history (society) into a text and of this 
text into history' (cited in Fairclough, 1992: 270). This means that texts are continually 
reconstituted, reshaped and reworked from previous texts and in the process these (new) 
texts subsequently contribute to the process of social and cultural change. Intertextuality 
also provides a theoretical framework for analysing how change occurs within the 
constantly shifting and continuous process of social interaction. As Voloshinov says: 
Any utterance, no matter how weighty and complete in 
and of itself, is only a moment in the continuous 
process of verbal communication. But that continuous 
verbal communication, is, in tum, itself only a moment 
in the continuous all-inclusive, generative process of a 
given social collective. 
(Voloshinov, 1973 :95) 
Viewing meaning making as a 'generative process' implies that all actors associated with 
the processes of policy-making are continually involved in transformational actions; that 
is change. The focus for Voloshinov and later Bakhtin is the repeated emphasis on 
relation and interaction (Pearce, 1994 :39) where signs derive meanings within the 
context of established social relations and subsequently give rise to new signs. Referring 
to spoken texts (speech genres), Bakhtin notes that: 
The topic of the speaker's speech, regardless of what 
this topic may be, does not become the object of 
speech for the first time in any given utterance; a 
given speaker is not the first to speak about it. The 
object as it were, has already been articulated, 
disputed, elucidated, and evaluated in various ways. 
Various viewpoints, world-views, and trends cross, 
converge and diverge in it. 
(Bakhtin, 1999 : 131) 
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The making of new SIgnS IS conditioned by existing discursive formations, 'each 
imbricated within an ideological formation, which secure the meaning of specific words, 
expressions and propositions' (Montgomery, 1992 : 14). 
Intertextuality provides an important theoretical tool for analysing the way in 
which discourses of change and innovation at the State level penetrate the educational 
domain. The concept of 'intertextuality' also provides a theoretical framework for 
understanding how different educational 'movements' have been transported and 
transformed from one location to another and across international boundaries. For 
example, in Chapter two I discussed the many changes occurring in EDW A at the time of 
opening BCC. These changes were in part, responses to National and global trends 
which precipitated policy changes in EDW A. Texts, such as national policies, educational 
research and visiting 'experts" presentations at conferences, were influential in shaping 
Western Australian policy agendas. Within the context of influence (Bowe et aI., 1992) 
policies for devolution, middle schooling and outcome statements to name but a few, 
were all constituted through a process of intertextuality. That is, these policy changes 
came from both within and outside the immediate policy contexts of EDW A. These 
discourses were part of broader national and international discourses that circulated 
intertextually at the time of opening BCC. 
Within the Context of Text Production and Context of Practice (Bowe et ai. 
1992), EDWA policy makers, architects, community members, teachers and students 
drew on a range of texts, reconstituting and transforming them in the process. In 
focussing on the wide range of texts and their relationships, the intertextual system is 
therefore a critical concern for the study. (Kress, undated) uses the term 'intertexuality' to 
describe how texts are continuously reconstituted and transformed through interaction. 
For Kress (ibid.) intertextuality is: 
A notion of text which takes text as 'weave' radically 
seriously: all text is always constituted out of other 
texts, which in the process of constituting the new text 
are transformed in line with the generic requirements 
of the new texts. 
(Kress, undated :5) 
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Both Kress's and Kristeva's definitions of intertextuality stress the social practices 
associated with the dynamic nature of texts. In terms of policy processes, the concept 
helps to theorise the way in which different actors mediate and transform policy texts. 
Policy processes as we have seen above, involve a range of actors in multiple and diverse 
settings. Each actor brings to the process, their own set of dispositions, motivations and 
discursive histories. In the course of the policy process, actors draw on existing signs, 
massaging them to fit different contexts, turning them around and manipulating them to 
suit their own purposes. The multiple texts which arise in the policy process fmd their 
way into the discourse of policy-making, shaping meanings and being shaped by sign 
makers in a wide range of contexts through speaking and writing, and in other modes, 
including visual and built forms. 
The concept of intertextuality is also important when considering the ambivalence 
of texts (Fairclough, 1992 :272). For example in the data for this study there are varying 
and nuanced meanings of 'community'. As I show in the analytic chapters, these 
variations depended not just on the context in which the concept of 'community' was 
being used, but also what mode of representation was being used, how the text was 
situated in relation to other texts around it and who was 'making' the text and for what 
reason. For example, an EDWA policy officer used the concept of 'community' in quite 
different ways when addressing a group of teachers as opposed to a group of parents, 
writing a briefing note to corporate members of EDWA or preparing the design brief for 
the architect of the schooL In subsequent texts, the term 'community' was inflected and 
changed by new sign makers (the architect, the principal, the teachers) according to their 
own situational contexts and purposes. Semiotic practices; that is, how producers make a 
sign by transforming and materialising 'the stuff which is around us' (Kress, 1997a :94) 
are therefore inflected by existing texts and discourses, and the individual interests of the 
sign maker. In this way, semiotic processes imply both structure and agency. That is, the 
sign maker is conditioned by existing social arrangements and genres, which are 
materialised in texts, and at the same time, inserts herlhis own history and subjectivity 
and interest into the making of new texts. 
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4.5.2 'Modality 
The tenn 'modality' is a linguistic tenn 'that refers to the truth value or credibility of 
(linguistically realized) statements about the world' (Kress & van Leeuwen, 1996 : 160). 
In tenns of grammar, modality is detennined by markers such as auxiliary verbs - words 
such as might, may, will (e.g. Bce will have year 11 and 12 students, rather than BCC 
may have year 11 and 12 students). In addition to these linguistic systems, modality 
works at the 'interpersonal' levels in order to 'produce social affinity, through aligning the 
viewer (or reader, or listener) with certain fonns of representation, namely those with 
which the artist (or speaker or writer) aligns himself or herself, and not with others' 
(ibid: 176). The excerpt below from the Western Australian report Devolution: The Next 
Phase (Black, 1993) is a useful example: 
Following the publication of the Better Schools 
report, many school staff were unconvinced of the 
need to embark on a program of devolution. The 
proposals for change were perceived as relating to 
management concerns rather than a desire to improve 
the quality of education that students were receiving. 
Consequently, it is important that in considering next 
steps in devolution we are absolutely clear about how 
such changes will enhance student learning. 
(Black, 1993 :1) 
In this statement by the then Chief Executive Officer of the Ministry of Education 
(fonnally and subsequently, EDWA), Black attempts to distance himself from devolution 
that relates to 'management' (management has the negative connotations of control, and 
cost cutting and not necessarily in the best interests of students' learning). He does this by 
giving it low modality, and giving high modality to 'improving the quality of education 
that students are receiving'. Using the tenn 'perceived', a tenn that in our culture signifies 
low modality, Black suggests that staff in schools (incorrectly) viewed devolution as a 
management strategy. Black expresses strong affmity with the view that previous 
messages about devolution were unclear and that future messages about devolution 
should focus on enhancing student learning (because after all, that's what devolution is all 
about). His use of the auxiliary adverb 'absolutely clear' with the plural 'we' suggests that 
this is not just about realigning the meaning of devolution towards the higher modality 
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'student' focus for himself. Rather, as Chief Executive Officer, Black speaks for, and on 
behalf others by using the plural form 'we'. Because of the uncertainty of the 'corporate 
we' it is difficult to identify specific individuals to whom Black is referring. However, 
given his position, it is likely that Black was speaking on behalf of other staff at the 
central education bureaucracy, and this was a 'corporate we' (Fowler & Kress, 1979 
:202). As Fowler and Kress (ibid.) note, there is also a possibility of an antagonistic 
response because in using the 'corporate we' the addressee (possibly teachers) may be 
excluded, and therefore read the text with suspicion. 
Attention to modality can provide a valuable analytical frame for examining 
different strategies deployed in the policy-making process. For example, some policy 
researchers make reference to the phenomenon of 'non-decision making' (Bachrach & 
Baratz, 1977). In policy terms 'non-decision making is the process whereby a given 
'mobilisation of bias' (Schattschneider, 1960 cited in Alur, 1998 :78) is sustained through 
the suppression of individual interests and ideologies. Non-decision making can take a 
number of forms, whereby 'elite' groups 'act openly or covertly to suppress an issue' 
(Bachrach and Baraztz, 1977 op.cit.: 78). In policy terms, non decision-making may 
result when policymakers are not aware of issues or take deliberate steps to avoid dealing 
with particular issues. Viewing non decision-making from a semiotic perspective means 
that the construction of texts involves deliberate motivated choices relating to what is and 
is not referred to in a text, and more importantly, how the text is structured. The process 
of 'reading between the lines' utilising a combination of semiotic analyses provides a 
more thorough method for explicating meanings and gaining a greater insight into non 
decision-making as a motivated and deliberate part of the policy process. In later 
analytical chapters, there is evidence of non decision-making being used by EDWA as a 
definite strategy within the policy processes associated with the establishment of BCC. 
4.6 Conclusion 
In this chapter I have discussed some of the different theoretical and analytical positions 
used to describe policy-making. The term 'policy' is a contested term and increasingly, 
policy analysts are incorporating discourse analysis as a central part of policy research. 
The methodology used for in this study takes account of the ways in which meanings are 
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contested and changed within organisations, recognising that the process involves 
hegemonic struggles at both the societal and institutional levels. 
In the second part of the chapter, I proposed a more thorough approach to policy 
research, through the use of CDA and social semiotics, which provide the methodological 
means for examining the vast array of texts that arise in the process of policy-making. 
In the following chapter I provide a description of the methodology used in the 
study, induding further elaboration of how CDA and social semiotics were used to 
analyse the data for this study. 
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Chapter Five 
Methodology 
5.1 Introduction 
In this chapter I discuss the research methods used for the study, and build on the 
theoretical framework used for the analysis of the data. The fIrst part of the chapter 
includes a description of the data set, including documentary materials, interview data 
and autobiographical data. As indicated in Chapter 1, these are collectively referred to as 
texts. The second part of the chapter includes a discussion of each of the theoretical 
frames used in the analysis of data including autobiographical narrative, critical discourse 
analysis and social semiotics. 
While I have discussed the meaning of 'texts' extensively in previous chapters, I 
reiterate that whilst separating each of the data sources into different categories, it should 
be understood that in this thesis, I use the concept of 'text' to mean any signifIcation, 
whether spoken, written, drawn or built. That is, I view each of the individual data 
sources, whether individual documents, interviews with policy makers or my own 
autobiographical data, as texts. The process of semiosis is influenced by both the internal 
conditions of a text (generic structure, texture) as well as the external conditions of a text 
including the social context, previous texts, personal dispositions of the sign maker and 
the reader (Titscher et aI., 2000). 
5.1.1 Documentary Materials 
A wide range of documentary material was collected, including EDWA policy 
documents, briefIng notes, press releases, newspaper articles, minutes of meetings, 
building project briefs, architectural drawings and EDW A survey material from BCC 
parents. Documents were selected in relation to the research questions and against the 
criterion of privacy and confIdentiality. Many of the initial decisions relating to selection 
of data, required careful consideration of ethical implications and dilemmas, which is 
discussed further below. It was by no means a tidy business. All of the documents 
selected were chosen on the basis that they would in no way compromise any of the 
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participants ill the school or EDW A, but would provide infonnation relating to 
established and emergent policies and how they intersected in the course of the 
establishment of BCC. In selecting texts, the primary purpose was to understand how 
texts connected to 'webs or systems of signification' (Denzin & Lincoln, 1994 :315) 
within the policy-making process. Documentary data 'are particularly good sources for 
qualitative case studies because they can ground an investigation in the context of the 
problem being investigated' (Merriam, 1988 : 109). 
Initially, all documents were categorised into one of the four policy areas. They 
were then selected according to the following criteria: 
(a) They infonned the shaping of a coherent account of the policy-making process 
associated with the establishment of BCC; 
(b) They provided evidence of the contestations associated with the policy-making 
process in the four policy categories that were the focus of change and innovation 
at BCC; 
( c) They provided a point of triangulation ill tenns of validating claims and 
interpretations made by myself, and 
(d) They did not in any way compromise the professional standing of EDWA policy 
makers, teachers, students or other actors involved in the establishment of the 
schooL 
Once documentary materials were categorised and ordered into suites, I undertook a 
process of searching for what I tenn 'principal texts'. These texts were chosen on the 
basis that they exemplified the central concerns to be addressed in relation to the four key 
policies that were implemented at the time of the opening of BCC. In selecting texts, I 
followed the example of Hodge and Kress (1994), Janks (1997) and Fairclough (1992) 
who focus analysis on central texts in order to trace the discursive changes in relation to 
changes in the broader social and historical contexts. In the first analytical chapter for 
example, I focus on the introduction of middle schooling and the processes of 
'community consultation'. I detail the contestations that arose in the course of the 
'consultative process', making reference to a range of texts that arose in the course of the 
policy process. The analysis incorporates contextual background, including my own 
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narrative account and that obtained through interviews with policy makers. In this way, 
each of the three data sources is connected. 
Meanings in Multi-Modal Texts 
This thesis is grounded in a social semiotic view of texts. That is, I see all texts as the 
material realisation of the process of semiosis. Texts have to be understood within the 
context of the conditions of production including the social and ideological systems. 
(Kress, 1997b) illustrates how meanings are powerfully inscribed in different s objects, in 
such a way that they gather extended meanings through the use of different semiotic 
modes. By 'modes', Kress means 'the semiotic stuff which is drawn on in the making of 
new meaning' (Kress, 1997a :7). Semiotic modes, then, can be spoken, graphic, visual, 
gestural, drawn and built. Kress uses the term 'media' (ibid.) to focus on the manner of 
dissemination; a scribbled note on a scrap on paper is quite different to a formal policy 
document; they are different in medium, but both are made using the graphic mode. 
Kress, (1999) uses the example of a bottle of English mineral water, to illustrate 
how a plethora of semiotic modes combine with the materiality of the glass water bottle 
and its shape, to evoke a range of meanings that are intimately linked to social 
dispositions and ideological formations; the royal blue colour of the label, the black 
lettering, the gold crest, the letters of particular shapes, the map of England, the picture of 
a country house, which, when combined with the description, "Delightfully still" evoke 
meanings in 'a densely packed and concentrated semiotic object' (ibid.: I 0) which is 
designed to speak to a certain social class and its tastes. 
Not everyone will engage equally with a semiotic object, such as the glass bottle 
of mineral water with all its attendant semiotic modes. Individual cultural histories and 
personal dispositions will result in different responses. Whereas an individual may be 
predisposed through their own habitus to value certain semiotic objects (such as a glass 
bottle of mineral water) and the values implied within these, others will have an entirely 
different response to different semiotic modes, with different values attributed to the 
different modes. 
In the same way as the marketers of the mineral water worked to combine 
different semiotic modes, policy makers and the architects of Bee also drew on different 
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combinations of semiotic modes in order to create the semiotic object of Bee. In doing 
so, they attempted not just to appeal to, but also to create, certain dispositions (of 
students, of teachers and community members) in a multiplicity of ways - through a 
multitude of texts that circulated in the lead up to the establishment of the school. 
Tracing the ongoing semiosis required the selection of texts, which exemplified 
the policy processes associated with the establishment of the school. Texts such as 
newspaper articles, information brochures, parent surveys and architectural drawings 
arose from events that in themselves, were part of the ongoing semiosis. In order to gain 
a full understanding of the ongoing semiosis it was also necessary to link the analysis of 
individual texts in semiotic webs. For example, an analysis of a summary of a parent 
survey could only be undertaken with analysis of other texts that situated that survey 
within the multi-semiotic contexts. In other words, the analysis of language alone, was 
not an adequate frame for examining how meanings were negotiated within the context of 
establishing Bee. 
I use the following example of a 'multi-semiotic communication' (Kress, 1997b) 
to illustrate the importance of extending the theoretical parameters in order to illustrate 
how meanings were negotiated and contested in the context of Bee. The process of 
'negotiating' the design of the semiotic object, the school uniform with approximately six 
hundred prospective students and more than one thousand parents. Whilst there is much 
that can be said about the process of 'community decision making' in schools, in this 
instance I will use the example to demonstrate how the uniform carried distinctive 
semiotic meanings that were inflected by the personal dispositions of the students, 
parents and teachers (and myself as principal) involved in the decision making. Like 
Kress's example of the mineral water, school uniforms invite individuals to engage in 
social practices of schooling in quite distinctive ways. It is perhaps not surprising that 
this first school-based policy decisions, was one of the most contentious initial decisions 
to be negotiated. 
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Vignette 5-1 
One thousand parents, students, grandparents and 
community members packed the school to decide on 
the school uniform. I was overwhelmed at the 
numbers and the passion with which the issues were 
debated. There were those who wanted formal 
uniforms - black lace up shoes, blazers, trousers and 
skirts, hats, jumpers and accompanying sports 
uniforms. These parents were talking of 'pride' and 
'discipline' and 'identity'. There were discussions of 
control and belonging. These were the parents who 
wanted Bee to be a government 'college'; one that 
reflected the ideals of the private fee paying schools in 
nearby locations. 
There were others who wanted 'flexible' 'student-
friendly uniforms'; tracksuits and joggers and shorts 
and tee shirts in school colours (chosen by the 
students). These were the parents who spoke of 
flexibility and student comfort and practicality. 
Finally, there were the parents and students who 
wanted no uniform - who argued that it was an 
unnecessary expense or that it should be a student's 
right to wear whatever they wanted. In this group 
there were students and parents who argued that the 
school had no right to require the wearing of any 
specific clothing and that clothing choice was an 
important part of adolescent identity. Between all of 
these options, there were multiple variations. 
Suggestions of colours, of styles of fabrics, were all 
discussed and debated. Some of the students wanted 
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designer clothing for the uniform 'aussie' board shorts 
and 'Mambo' tee shirts; others wanted no uniform. 
After putting it to a vote, there was a majority 
vote that the school would have a uniform. That 
decided, the question was: What uniform? I have to 
say I was steering the decision towards a uniform. 
Apart from the issues associated with pressures for 
students competing for the latest 'designer clothes'; my 
over-riding consideration was of safety. I believe that 
at least with students in uniforms, we will be able to 
identify 'strangers' who walk in from the street. At the 
end of the meeting I proposed a 'committee' to 
investigate alternatives, to organise a display and 
another 'vote' by parents and students. It was an 
exhausting process. 
(Larsen Personal journal October 05, 1994) 
In the same way that Kress suggests that the marketers of the mineral water 
engaged in deliberate selection and combination of semiotic modes in order to 
communicate meaning that (ideally) promoted the sale of the mineral water, so too, was 
the process of uniform selection, laden with meanings beyond language. Those parents 
who wanted so-called 'college' uniforms were expressing a whole complex of meanings 
associated with their own dispositions and the dispositions they envisaged for their 
children. These were the parents who aspired for standards and status, and discipline and 
control that was typically associated with the expensive private schools. Uniforms of 
course, as semiotic objects, are designed to do things as well as say things: they have both 
practical and social impacts. 
The parents and students who wanted less formal uniforms or no uniforms were 
also expressing meaning relevant to their individual histories and preferences. Those 
who wanted less formal uniforms were expressing a desire to belong and also to control 
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to a degree what the students would wear; to minimise morning battles about which 
clothes were 'suitable' or 'available' and for cost efficient solutions. 
Those who wanted no uniform argued that there should be no restriction on 
student clothing and that choosing clothing was the prerogative of the parents and 
students. These parents and students were marking out their own boundaries of control, 
tacitly at least, resisting the power and systems of value and prestige associated with 
more formal uniforms. As semiotic objects, school uniforms emphasised multiple 
meanings. They worked as codes for all students and all parents. Within the active social 
context of establishing the school, the meanings associated with school uniforms were 
realised not just through language, but through different modes - through the fabrics, and 
styles and colours. And whilst many of the discussions revolved around what 'looked 
good' or was 'comfortable' or 'practical', there were also meanings that went well beyond 
these consideration to sets of practices associated with class, with status and with 
personal goals. 
This example illustrates that examining the objects we call 'texts' requires that we 
accept that 'the modes, potentials and possibilities for sign-makers' (Kress, op.cit.) are 
vast. The examination of multi-semiotic events such as the one above necessarily requires 
an analysis of the particular social contexts in which meanings were negotiated through a 
wide range of multi-modal texts. 
5.2 Journal Entries 
Personal journals including those recorded throughout the time of my principalship, and 
later in the course of the research journey, provided rich sources of information. Selecting 
information from these required a high degree of sensitivity. In the journals that I kept 
when I was Principal, I recorded confidential material that would not be useable within 
the account. These related to matters specific to individual children or teachers, and were 
often of a confidential nature. 
The journals often provided a vivid account of the day to day events as they 
occurred. At the time of recording the accounts as principal, there were no indications of 
explanations of what was occurring. In many cases they were descriptions and 
sometimes 'stream of consciousness' writing around events which occurred in the process 
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of establishing the school. Often they served as a 'thinking through' process in order to 
record the difficulties, frustrations and celebrations of navigating the space. The 
vignettes that are included in the thesis were all written as part of my personal journal. 
Throughout the course of the research process, I also kept a journal in which I 
recorded notes and observations whilst collecting additional documentary and interview 
data and writing up the thesis. The research journal was divided into four sections, as 
suggested by (Richardson, 1994 :526), and included: 
• observational notes, including details pertaining to the interviews and the process 
of gathering documentary evidence; 
• methodological notes which included reflections on how to go about the 
interviews, what particular areas needed to be explored more thoroughly and what 
my immediate reflections were after the interviews; 
• theoretical notes related to the theory including policy research, and the ways and 
means of linking the theory to the method, and 
• personal notes which included reflections on the research process, including 
anxieties, breakthroughs and epiphanies. 
As part of the research process, I drew on the journals in order to make sense of the 
experience and to assist in the formal process of organising the thesis into a coherent 
account. Fairclough (1989) argues that the only wayan analyst can gain access to the 
discourse processes of production and interpretation, those processes which 'take place in 
people's heads' is to 'draw upon her own member's resources (interpretative procedures) 
in order to explain how participants draw upon theirs' (p. 167). Apart from providing an 
account of what occurred in the process of establishing the school, from my own 
perspective, my journals also served as a reflexive tool, in order for me to examine my 
own 'interpretative procedures' and to critically evaluate how these influenced the shaping 
of the policy process, and subsequently, the shaping of the study (Lincoln & Guba, 2000). 
5.3 Interviews with Policy Makers 
Interviews with policy makers served two purposes. The fIrst was to gain contextual 
background to policy decisions associated with the establishment ofBCC: the second was 
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to triangulate my own autobiographical account and documentary material. Triangulation 
requires that researchers 'consciously [to] set out to collect and double-check [mdings 
using multiple sources and modes of evidence' (Miles & Huberman, 1994 :235). 
Interviews were conducted with twenty senior policy makers including the 
Minister for Education, Director General, Senior EDWA officers, curriculum managers, a 
principal from a neighbouring high school and the President of the SSTUW A. Each 
interview was individually negotiated through an initial formal written contact to the 
Director General of Education, and subsequently at a personal level. The Director 
General's personal assistant facilitated the contacts and organised interviews with EDW A 
policy makers who volunteered to participate. Interviews were conducted face to face, at 
a mutually convenient time and location, and each lasted for up to two hours. Apart from 
the interview with the Minister for Education, all interviews were tape recorded and then 
transcribed by myself 
In general, critical discourse analysis and social semiotics, which stress the 
importance of interaction in social contexts, give primacy to texts produced in 'ordinary' 
interaction. This gives rise to theoretical questions relating to the place and purpose of 
interviews within the study. Can interviews, taken at face value, be treated as data in this 
thesis? Whether the texts are written documents, (transcripts of) interviews, newspaper 
articles or architectural drawings, I do not take the overt meaning for granted, so that an 
interview text is not, directly, to be taken as 'data' unproblematic ally. Nonetheless, I 
believe that the interpretation of 'naturally' occurring texts, (the documentary materials) 
would be strengthened by the insights and background information gained through 
interviews with policy makers and key actors involved in the establishment of the school. 
That is, I believed that the 'context of situation' (Halliday & Hasan, 1985: 6) could be 
better understood, through interviews with senior EDWA policy makers and other agents 
who were involved with the establishment of the school. This is how interviews appear, 
and are used in this study. 
The importance of using background information to excavate meanmgs and 
contextualise 'principal texts' is evident in much of the work of Kress and Van Leeuwen 
(1996). In order to illustrate the importance of the context-text meaning relationship I 
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draw upon an example cited in Kress and VanLeeuwen where they analyse a drawing of 
a ten year old girl, titled 'Colourful Thoughts' (ibid.: 180). I will refrain from repeating 
the full semiotic analysis provided by Kress and Van Leeuwen. Rather I will give a 
rather rudimentary explanation of the painting for the purposes of the discussion. 
At fIrst look, this painting indicates a brightly coloured composition with a 
strongly symmetrical structure. In the foreground there are fIve roughly circular shapes, 
each different in colour and size. These shapes are organised in a circle, surrounding a 
central shape that is not fully enclosed and is weeping colour (red). In the background, 
there are yellow diagonal stripes positioned at regular intervals and between these stripes 
is a green background covered in small pink dots. On the bottom of the painting painted 
in black is the title 'colourful thoughts'; at the top is a rough black horizontal line. 
For an 'outsider', someone with little or no knowledge of the background context 
of the making of this representation, there is lots that can be said about the composition 
of the painting, relating to the individual components; the colours used, the title, the 
brush strokes etc. But Kress and VanLeeuwen have 'insider' information, which they 
bring to their analysis of this young girl's painting. They tell us that the girl's mother is a 
professional painter; that the girl's parents are separated; that the girl is ten years old and 
has done the painting as a present for her father, who is an academic. They tell us that 
the young girl thinks that her father's offIce is 'too bare and functional, and lacked not 
only suffIcient pictures on the wall, but also and above all colour' (p.265). These 
"biographical' contextualizations' (ibid.) change the way we as viewers, make sense of the 
painting. The point that Kress and Van Leeuwen make, like Malinowski, (1923) and 
Halliday & Hasan (1985) relevant to this study, is that contexualising texts is a necessary 
part of making sense of texts. Without the additional 'biographical contextualizations' 
(ibid.: 264) the sign maker's representation can not be fully interpreted. 
By structuring the interviews loosely around change and innovation, I was keen 
to uncover some of the tensions inherent in navigating the space that had been created for 
change and innovation at BCC. For this reason, the interviews were purposely designed 
. to be semi-structured (Cohen & Manion, 1994) in order to vary the sequence and focus of 
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questions according to the interests and portfolios of each respondent. As Denzin 
suggests, this level of flexibility: 
Assumes that no fixed sequence of questions is 
suitable to all respondents, and allows respondents to 
raise important issues that may not be included in the 
schedule. 
(Denzin, 1970 :125) 
The interviews were broadly structured around the themes of change and 
innovation with an emphasis on the four main policy areas that were the focus for change 
and innovation at Bee. Through probing, I wanted to uncover how new meanings of 
secondary schooling were being reworked within the central bureaucracy during a period 
of intense policy changes. With this in mind, the probing focussed specifically on tracing 
the processes and practices associated with establishing Bee. Beanng in mind that each 
respondent occupied unique positions with specific portfolios (e.g. some were directly 
concerned with curriculum matters but had little or no knowledge of matters relating to 
the Bee buildings and facilities), I modified the questions accordingly. 
Data from interviews with EDWA policy makers required consideration of a 
number of important issues. Each interviewee had positional power, vested interests and 
established portfolios. I also knew each of the respondents personally. As an 
organisation, EDW A is small enough to have meant that I had worked as a colleague with 
almost all of the interviewees, and this factor would clearly have played a part in the 
structuring of the responses (Harding, 1991; Stanley & Wise, 1993). My familiarity with 
EDW A offered both advantages and disadvantages. As an employee of EDWA and a 
sponsored researcher, I occupied a position as 'insider' (Kemmis & McTaggart, 2000). I 
was able to use my local knowledge of EDW A and interviewees' backgrounds to focus 
the interviews towards specific areas of their expertise, relevant to the research questions. 
Rather than viewing the interview purely as a context for 'information gathering', my goal 
was to engage interviewees in the joint construction of meaning (Mishler, 1986). In light 
of the fact that I was part of EDW A and thus part of the 'speech community' (Fairclough, 
1995: 38), I was aware of the particularities of the institution, including knowledge of the 
structures, members' roles and institutionally recognised practices within the 
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organisation. In this way, I was able to use this knowledge to frame the interviews in 
such a way that uncovered competing discourses and ideologies whilst maintaining as 
close as possible, 'a conversation'. At the same time, I needed to be conscious of the fact 
that my membership of the EDW A speech community also meant that I was strongly 
enculturated in the 'ways of talking' and 'ways of seeing', and thus the ideological norms 
of the institution. As Fairclough points out: 
. . .. in the process of acquiring the ways of talking 
which are normatively associated with a subj ect 
position, one necessarily acquires also its ways of 
seeing, or ideological norms. And just as one is 
typically unaware of one's ways of talking unless for 
some reason they are subjected to conscious scrutiny, 
so also is one typically unaware of what ways of 
seeing, what ideological representations, underlie one's 
talk. 
(Fairclough, 1995 :39) 
In the course of the interviews and the subsequent analysis, it was important for 
me to 'consciously scrutinise' my own ways of talking and ways of seeing and to identify 
my own discourses in order to be reflexive in the structuring of my account. Gee 
suggests that 'it is through identifying one's own discourse (and the gaining of meta-
knowledge about the structure of a given domain of knowledge) that it starts to become 
possible to examine the preconstructed in a reflexive way' (Gee, 1990 :4). The formal 
change of positioning from principal to researcher, over a period of nine months provided 
me with the opportunity to 'role distance' (Goffman, cited in Giddens, 1987 : 118) from 
the immediate environment of EDW A and BCC and to move towards the position of 
'researcher' . 
I would argue that responses to an 'outsider' would have been very different. 
Interview data indicates an honesty and openness from EDW A policy makers, which was 
a direct response to my position within the organisation, as is evident in the following 
comment: 
JL: I wonder if we can start by you talking about the 
Education Department of Western Australia IS 
philosophy or strategy for change and innovation, in 
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general or more specifically with respect to your 
position as a senior ED WA Officer. 
R: After '87, devolution was the big high-level 
strategy that we tried to implement. I think we 
implemented about twenty percent or less. I think we 
got really cold feet along the way. The bureaucracy 
was factionalised over that major issue of - do you let 
schools have more control, do you let schools be more 
accountable to the community or do you really try and 
retain a centralised system and do some devolution 
within the line management, but really keep a very 
strong centralised system in place with the rhetoric of 
devolution? I think because you had that kind of ... 
the bureaucracy was essentially factionalised over 
that. You had a lot of internal fighting and you had 
groups supporting break-aways. You know, people 
who wanted to run more out there, or supported by a 
group in here, a small group. And depending on 
where they all happen to fall within the power 
structure at the time, those people out there got very 
mixed messages about whether this was on or not on 
and I think were mostly put in a bind. They had to 
figure out for themselves how they were going to play 
it and I don't think that's nearly good enough, if we 
really are a system and we say we've got system 
strategies, system priorities, system approach. We 
want all principals to belong to the system. I think we 
fell well short as a central office in the way over the 
last ten years we handled the whole idea of what was 
the system's strategy for change. 
(EDWASO 2) 
This is not a sanitised account of devolution as a clear cut, policy decision that 
was implemented in an uncontested field. Here we have an indication of the micropolitics 
of change inside 'the context of influence' (Bowe et aI., 1992), of the EDWA 
bureaucracy. References to factions, infighting and internal power struggles suggest that 
(even) at the Central level, there were competing ideologies and discourses associated 
with how the devolution agenda should be implemented (or not) in Western Australian 
government schools. Admissions of 'mixed messages' 'out there' (in schools) and that 
central bureaucrats 'fell well short as a central office in the way ... we handled the whole 
idea of what was the system's strategy for change' indicate an honesty that I believe 
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would not have been revealed, were I an 'outsider'. While this level of openness was not 
the case in all interviews, it was not unusual in many of the interviews. My role as 
principal (on leave) within the organisation positioned me within the EDWA speech 
community such that I was able to discuss the problems associated with 'policies in the 
making', with a shared knowledge of the 'values' and 'meanings' ofEDWA. 
5.3.1 Transcribing Interviews 
A good deal has been written about the process of transcribing interviews as a means of 
accessing further information for research (Silverman, 1993; Symon & Cassell, 1998). 
Kvale cautions, 'beware of transcripts' (cited in Miles & Huberman, 1994: 89) and 
suggests that there are inherent dangers in excising coded data from dialogue which has 
been transcribed and transformed through sifting, sorting and distillation into an 
abstracted amalgam in the form of written text. The contexts of speech and writing are 
vastly different. The circumstances of an 'effective' interview presume that both the 
interviewer and the respondent are jointly involved in constructing meaning. They 
respond to the social situation, leading each other, pausing, questioning, making false 
starts and interjecting. The process involves the navigation of the 'space' with the 
respondent assessing what the interview is about and deciding what can be said and how 
best to say it (Mishler, 1986). The process of transcribing interviews does however, 
provide advantages, as Heritage's summary indicates: 
The use of recorded data is an essential corrective to 
the limitations of intuition and recollection. In 
enabling repeated and detailed examination of the 
events of interaction, the use of recordings extends the 
range and precision of the observations which can be 
made. It permits other researchers to have direct 
access to the data about which claims are being made, 
thus making analysis subject to detailed public 
scrutiny and helping to minimise the influence of 
personal preconceptions or analytical biases. Finally, 
it may be noted that because the data are available in 
'raw' form they can be re-used in a variety of 
investigations and can be re-examined in the context 
of new findings. 
(Heritage, cited in Silverman 1993: 119) 
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In writing up the interview, the social situation is completely different. The spoken text 
is transformed: removed from its context, and in the absence of the respondent, the text is 
'remade' into graphic form with the emphasis away from the initial purpose of 'finding 
out' to one of recording and analysing. In undertaking transcription, decisions needed to 
be made regarding the conventions to be used. These are. directly related to the 
underlying theoretical positions framing the research. Extensive reading of transcription 
methods and notation (Atkinson & Heritage, 1999; Ochs, 1999) indicated a wide 
variation of styles and conventions. The inclusion of detailed notation to indicate non-
verbal behaviour such as gaze, gesture and laughter (Ochs, ibid.), timing of pauses and 
overlaps between interviewee and interviewer was not used in the transcriptions. 
However, all pauses, false starts, 'urns' and 'ahs' were retained. The 'work' of the analysis 
began with the careful reading and re-reading and listening and re-listening to the tapes in 
concert, in order to ensure an accurate interpretation of what was said by each of the 
interviewees. Texts were then categorised according to their relationship to the four key 
policy areas under investigation, and then coded according to the themes identified within 
each policy area. 
5.3.2 Selecting and Connecting Data 
The process of addressing and dealing with the data required careful consideration of the 
theoretical boundaries of the study. In the first instance the materials presented 
themselves as an inchoate set of documents and interviews, loosely bound together by 
way of the context of their generation. A framework was required for sifting and sorting 
these data into sets and to turn the 'materials' into 'data'. Texts were selected in relation to 
the central research question that focussed on the impact that established and emergent 
policies had on the establishment of the school. The study incorporates a number of 
methodological stages: 
Stage One 
This stage included the collection of documents in relation to the establishment of the 
school during 1994-1996. A range of materials was collected including policy 
documents, minutes of meetings, press statements, newspaper articles relating to BCC 
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and records of industrial arbitration decisions. At the time of working at the school as 
principal, I was fully aware that I wanted to focus my research on the process of 
establishing a new school, however at that point, there was not a clear focus for the 
research, nor a clearly defined research question. Given the tentativeness of my research 
focus at that stage, the documents were selected on the basis of relevance to describing 
the process of establishing the school. As the problem became more focussed on the 
policy processes through an initial analysis of this data, it became clear that there was 
additional data needed. 
Stage Two 
In 1997 after three terms at the Institute of Education I had formulated a sharper focus for 
the research. At this point I returned to W A to collect additional data relating specifically 
to the four key policy areas which were significant in the establishment of the school. 
Stage two involved a more systematic collection of additional documents from EDWA 
policy makers who had been involved in the establishment of the school. I also conducted 
interviews with the Bee architectural Project Officer at the Building Management 
Authority (BMA), a principal from a nearby secondary school and the president of the 
State School Teachers' Union. 
Stage Three 
Stage three involved further coding and categorisation of documentary evidence into 
suites around the four central policy areas that were the focus of change and innovation at 
Bee. The process was undertaken in the following stages: 
• Sorting documents into categories around the four key policy areas that were 
central to the study - the introduction of middle schooling, the role of the 
community, changing work practices and architecture and buildings. 
• Sorting and coding documents within categories based on sources - EDW A 
bureaucrats, Bee teachers, SSTUWA, press. 
• Sorting documents into groups under formal and informal controls. Formal 
controls related to factors embedded in EDWA policies and legislation, informal 
controls related to cultural perceptions and practices. 
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• Cross cutting data - looking for relationships and cross category links and tracing 
these intertextually within and between texts. 
Stage Four 
Stage four included the transcription, coding and analysis of interview data. Each 
interview was transcribed in full by myself and then analysed according to the four 
central policy areas. The intertextual links between the categorisation of documentary 
and interview data were then traced. 
The data were then analysed using a range of strategies including social semiotics 
and discourse analysis, according to their textual form. For example, architectural 
drawings and newspaper articles required quite different analytical approaches to those 
required for analysing interview data. With each successive analysis, patterns within and 
across each of the four policy categories were identified. Most importantly, I was 
looking for the intertextuallinks between documentary data and interview data. Clearly 
the management of the data in terms of both volume and diversity was a critical factor. 
Social semiotic analyses are both time consuming and difficult. Given the volume and 
diversity of the data it was not practical to analyse and incorporate every text using a 
social semiotic approach. I therefore sought to incorporate social semiotic analyses of 
'principal texts' that exemplified contestations associated with the four policy areas. 
All discourse analysis requires a level of selection: the methodology necessarily 
requires the identification of what I have called 'principal texts' in order to undertake 
analyses (Hodge & Kress, 1993; Janks, 1997; Kress, 1994a, 1994b). Like all researchers I 
was faced with the decision of how to frame the study (from the perspective of 
leadership, of curriculum, of policy, for example), which data to discard and which to 
keep. Having determined to focus on the four main policy areas, I then needed to select 
the texts that would be given priority within the main analytical categories. 
The 'data bits' (Ball, 1991 : 187), the 'principal texts' and parts of interview texts 
that are incorporated within the thesis serve the dual purpose of exemplifying the 
'categories and issues' (ibid.) of the analysis and also of shaping the account. As Ball 
suggests, 'the deployment of the data drives the analysis as exactly what it is about each 
extract that is meaningful is explained' (ibid.). 
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Not all of the data carried the same value or weight and clearly, not all is directly 
referred to within the thesis. Much of the data sits below the surface of the final account, 
undergirding the main body of the work. As Gudmundsdottir suggests, 'the tip of the 
iceberg is explicit interpretation' (p. 301), which is what researchers write in their 
research reports. The biggest part, however, is informal interpretation. It is out of sight 
and usually unexamined because it is built into the strategies researchers employ to make 
sense of data (Gudmundsdottir, 1996). 'Making sense' of the data from a social semiotic 
frame, requires that the context of the materialisation of the text is an essential part of the 
meaning making process. This places importance not just on the immediate situation in 
which the text is made, but rather the broader cultural context; 'the history behind the 
participants and their practices' (Halliday & Hasan, 1985 :4). In using a social semiotic 
approach to policy analysis, the undergirding data was not 'unexamined' as suggested by 
Gundmundsdottir (op.cit.). Rather, it is used to provide essential insights into the social 
practices and culture in which the policy process was enacted at the time of opening 
BCC. 
5.4 Autobiography as Method 
A large number of educational researchers (Aspinwall, 1988; Beatie, 1995; Connelly & 
Clandinin, 1988; Goodson, 1991) are utilising teachers' narrative accounts and 
autobiographical data as valuable sources for understanding schools and school systems. 
Woods (1985,1987) discusses the value of using teachers' life histories in educational 
research, and suggests that they can provide a valuable additional data source in 
educational research. Beatie claims that autobiographical data: 
... allows us to acknowledge that educators know 
their situations in general social and shared ways, and 
also in unique and personal ways, thus validating the 
interconnectedness of the past, the present and the 
future, the personal and the professional in an 
educator's life. (Beatie, 1995 :54) 
In drawing on my own experience, I have attempted to provide a more complete picture 
of the processes associated with policy-making and implementation in the context of 
establishing BCC. As Foundation Principal, I was engaged in processes of 
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transformation and mediation of a divergent range of texts arising in different contexts. I 
was an active agent in the policy-making process. Autobiographical narrative held 
'holistic appeal' (Convery, 1999 : 132) for drawing the threads of the research together and 
I considered that this was the most effective way for 'uniting researchers and educators; 
teachers and academics; theory and practice; past, present and future; personal and 
professional' (ibid.) into the thesis. In this sense, the narrative components of the study 
serve a referential function (ibid.) in the construction of the thesis. 
From the start of the study, my intention was to document the processes of 
establishing a new school, from the position of Foundation Principal and in doing so, to 
incorporate autobiographical narrative into the study. In drawing on personal journals 
and autobiographical data, including the vignettes, I sought to create a narrative that 
would not only serve the important purpose of providing contextual information but also 
contribute to a deeper understanding of the processes of navigating the policy processes. 
In theorising the autobiographical narrative, Van Manen (1990), Steier (1991) and Scott 
and Usher (1996) all provided valuable insights into the method. 
Max Van Manen (1990) discusses the value of including anecdotal narratives in 
research and argues that anecdotal narratives should be understood as 'a methodological 
device in human science to make comprehensible some notion that easily eludes us' 
(p.116). When deciding upon the authorial style for writing up the thesis, there were two 
over-riding emphases that I wanted to capture in the written text: the fIrst was to include a 
juxtapositional view of the everyday reality of my life as a principal, with that of a 
researcher. The second was to link this experience to theoretical considerations of policy 
processes. Reading educational research and being a 'research subj ect' had sensitised me 
to the fact that so much of what is written under the banner of educational research 
oversimplifIes the context of the school in such a way as to sanitise the messy realities 
out of the accounts. In this study, it is the interplay of variables that is crucial to 
understanding the process of policy-making. My personal experience is important 
because as agent of change, I was concerned with issues associated with both power and 
praXIS. 
In his discussion of reflexivity in research, Steier (1991) describes the notion of 
reflexivity as 'bending back on itself (p.2). The looping back of experience places the 
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researcher in the position of examining not only how she is implicated in the research but 
is also how she is socially constructed. Steier urges researchers to examine how we are 
reflexively part of the systems that we study, and suggests that in doing so, we can better 
understand what others are doing. In this way, the research study involves 'telling 
ourselves a story about ourselves' in order to challenge our own assumptions and to see 
(and share) the contradictions and paradoxes of the research process. The inclusion of 
myself, through the vignettes and narrative accounts within this particular study is of 
importance because unquestionably, my position as Foundation Principal of Bee 
strongly influenced the shaping of the research questions and the methodology. I argue 
that the inclusion of myself into the account offers clues to the situated practices behind 
the processes of implementing change and innovation in a secondary school. The 
vignettes and narrative accounts are included to expose the incidental and idiosyncratic 
details of enacting change in the process of establishing Bee. 
During the process of analysing data and writing the thesis, the autobiographical 
antecedents needed to be checked against other data sources - documentary evidence and 
interview data. In this way, my own understandings of what occurred and why certain 
events transpired as they did, were rechecked - turned in on themselves, and gradually, 
over time, I came to a better understanding of the processes of change, from an entirely 
different vantage point. 
Scott & Usher, (1996) argue that foregrounding reflexivity in research leads to 
questions relating not just to the individual who is conducting the research, that is the 
'personal' (p.37), but also needs to attend to the 'identity' of the researcher' (ibid.). Like 
Steier (op.cit.) the focus here is on the continuous questioning by the researcher of 'what 
is going on ' in this research. What kind of reality and what kind of knowledge is being 
constructed through the questions being asked and the methods being used? For Scott 
and Usher (ibid.) reflexivity in research demands that the researcher is fully cognisant of 
both the personal and social conditions that impact on the writing of the final research 
report. In this way, 'reflexivity is a resource' (Scott & Usher, 1996 :38) which forces 
questions about the 'embodied and embedded self (ibid.) within the socio-cultural context 
of the research site and the academic community. Personal reflexivity draws attention to 
the significations of gender, sexuality, ethnicity, class (and other autobiographical 
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antecedents) their impact on the types of questions asked and methods used. These 
significations must also be considered within the broader social, cultural and political 
contexts in which the research is being undertaken. Reflexivity requires reflection on how 
decisions are made in selecting a particular course of (research) action and on how data 
are discursively constructed. This means that research is not conceived as a purely 
personal account of events as a guaranteed 'truth'. Rather, in critical research, reflexivity 
involves problematising the representation in such a way as to acknowledge that any 
research is a textual construction 'rather than a reflection or translation of a socio-cultural 
reality' (ibid.:43). 
As a sponsored student, a female senior principal within EDW A, an active agent 
with a long history in educational policy-making in EDWA I brought my own subjective 
history to the research process. In addition, because the majority of interviewees knew 
me personally and viewed me as a colleague, it is necessary to recognise that my 
autobiography undeniably influenced the way in which people responded to me, whether 
positively or negatively. 
5.5 Ethical Considerations of the Research 
Christians, (2000) highlights the importance of ethical considerations for all research and 
raises a number of important points relevant to this study. Christians (ibid.) speaks of the 
'feminist communitarian model' (p. 144) in which dialogue and transformation are 
catalysts for critical consciousness. Given that as researcher and school principal, I had 
privileged access to a range of documents, a number of critical decisions needed to be 
considered. In the first instance, there was the issue of which documents to select. 
Clearly many documents were public domain documents - minutes of meetings, EDW A 
policies and reports, briefing notes and media releases and press reports. In selecting 
documents as 'data', I needed to be conscious of the nature of the research questions, and 
the need to respect the privacy and confidentiality (ibid.) of much of the information that 
is readily available to a school principal. 
Of equal importance were the issues associated with conducting interviews and 
recording observations. Two points need to be highlighted. The first relates to the earlier 
issue of the representation of the account. The analysis and account of this research is 
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clearly shaped by my own subjectivity and the nature of my interaction with those people 
I interviewed, namely, as 'Foundation Principal' of the school 
The second point relates to the ethical considerations associated with interviewing 
colleagues from within the organisation in which I held the position of senior principal. 
In no case, whether EDW A policy makers or other stakeholders, could this relationship 
be neutral. It is crucial that this be acknowledged as a critical factor in the dynamics of all 
of the interactions, including negot~ating access to documents and permission for 
interviews and the subsequent conduct of these interviews. Whilst on the one level, 
gaining access to documents and interviewees was relatively easy, I was confronted with 
a range of personal and professional dilemmas which would have been quite different had 
I to been researching an unfamiliar site. The established relationships associated with the 
position of senior school principal in a centralised education system carried both status 
and power. I was constantly struggling with the implication of this position and the 
'dilemmas of self (Giddens, 1991 :201) involved in the transition from school principal to 
researcher. Ethical considerations also influenced decisions I have taken with respect to 
interviewees' accounts. I have deliberately chosen to use codes that do not identify 
interviewees. All interviewees are indicated as Respondent (R) in transcription excerpts. 
I also chose not to indicate the gender of respondents because I considered this another 
way of protecting the interviewee's identity. I took this decision after reading Dimmock 
and O'Donghue's (1997) account of innovative Western Australian principals, in which 
interviewees were given pseudo identities but were nonetheless recognisable to insiders 
through the combined biographical information and their gender identification. 
A third consideration related to the sponsorship offered by EDWA. The process 
of framing a study on the organisation that was providing partial funding for the research 
was not unproblematic. Issues relating to researcher positioning, responsibilities and bias 
all needed to be addressed, alongside respect for individual research subjects' 
professional positions. At the same time, some of the data is contentious. It indicates a 
range of competing opinions, a lack of coherent policy relating to new schools and 
conflicts of motivations. The question of how to represent and share this knowledge was 
one with which I constantly struggled. 
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Cameron, Frazer, Harvey, Pampton, & Richardson, (1999) argue that 
'empowering research' is 'research on, for and with', the 'with' implying 'interactive or 
dialogic research methods' (153-154). In the context of the research, I believe that the 
interviews and support that I had from EDW A staff clearly indicated a strong 
commitment to the research. Interviewees were invited to participate; all gave 
generously of their time, and in a number of cases offered two extended periods of up to 
two hours for interviews. 
5.6 Conclusion 
In this chapter I provided a description of the methods used including a details of data 
collection and selection. In adopting a social semiotic approach to the study, my choice 
was governed by the epistemological congruence with my own 'paradigmatic 
commitments' (Symon & Cassell, 1998 :3) as well as the belief that the combined 
methodology offered the best method for addressing the research questions. 
The chapter included a discussion of autobiography as method and ethical 
considerations of the study. 
The following section includes the analytical chapters. The first of these chapters 
addresses the contestations associated with the introduction of middling schooling in 
W A. The chapter also examines data relating to the policy change that was directed at 
expanding the role of parents and the community in the design of the school. 
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PART THREE 
Chapter Six 
Steering Of or Steering By the Community 
6.1 Introduction 
At the time of opening Bee the Education Department of West em Australia was actively 
promoting a policy of 'community participation' as part of broader devolution reforms 
(Hoffman, 1994). In this chapter I demonstrate that the notion of 'community 
participation' was a contested concept that was used variously in order to achieve 
different ideological effects. By tracing the discursive changes, I demonstrate the 'matrix 
of power relations' (Ball, 1994a :44) that existed between various groups who were 
involved in the design and establishment of the school. I demonstrate that existing and 
emerging policies intersected, clashed, were foregrounded and backgrounded in 
discourses associated with change and innovation. My intention is to demonstrate how 
the discourses of 'community participation' and 'middle schooling' were integrated with 
other discourses and simultaneously overlaid with new policy texts. The resultant 
conflated policies differentially impacted the school, the Ballajura community and the 
central bureaucracy and power was constantly being renegotiated. 
The first part of the chapter examines how community support was mobilised for 
the concept of middle schooling. I also examine the policy issues that arose from the 
decision to include year seven students in a high school setting for the first time in W A. I 
trace the discursive changes of meanings associated with 'community participation', and 
'middle schooling', as these were distinguishing features of the school. 
In the second part of the chapter I demonstrate the inter-relationship between 
policies. The school was part of a highly centralised system that was attempting to 
implement significant changes to advance the devolution agenda. Through the analysis, I 
demonstrate that policies did not exist in isolation. The context was one where there was 
a raft of policies circulating and the context of a new school provided the opportunity for 
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EDWA to graft a number of new policies on to the notion of middle schooling and 
'community participation'. Changes at BCC were both constituted by and constituted of 
the broader policy agendas of the State. The chapter highlights the shifting power 
relationships that existed between the government and the bureaucracy, the bureaucracy 
and 'the community' and the government and the electorate. 
6.2 Inviting the Community to 'Participate' 
In the preliminary planning stages for BCC, EDWA took the unprecedented step of 
convening a Steering Committee to participate in the planning for the school. The 
Steering Committee was comprised in the following way: 
• eleven Ministry of Education personnel including staff from Central Office, 
principals from three neighbouring primary schools and one high school, the 
Superintendent of the School of Isolated and Distance Education and a teacher 
from the neighbouring high school (who was later appointed as the 'Ballajura 
Project Officer); 
• five parent representatives, representing each of the primary schools and 
nearby high school (Morley Senior High School); 
• the local parliamentary representative; and 
• one senior architect from the government Building Management Authority 
(BMA). 
The first meeting of the BCC Steering Committee was held on the 7th May, 1992 and was 
convened by EDWA under the working title "Ballajura Project". Minutes of the Steering 
Committee indicate that from the outset, the Ministry of Education had a strong agenda 
for involvement of the local community and the exploration of 'innovation and change'. 
The minutes of the first meeting of the Steering Committee report that: 
Peter Barrett (Ministry Planning Manager) provided a 
background to the proj ect and indicated that any 
decisions about providing facilities for secondary 
education in the area must be made by the community 
in response to their needs. 
It is important that the educational philosophy and 
theme of the school be developed in order to set the 
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educational brief. From this time-lines and 
considerations about the design and construction 
stages would be made. 
(BCC Steering Committee minutes, 7th May, 1992) 
The Steering Committee had two formally articulated roles: fIrstly, in consultation with 
the community it was to identify the educational philosophy and 'theme' of the school, 
and secondly, to use the information gained, to inform the building design briefs (BCC 
Steering Committee minutes, 7th May, 1992). There is no evidence in the data that 
indicates that the Steering Committee canvassed the broader community to decide on the 
'theme' or 'philosophy'. There is however, much data, such as the newspaper article 
discussed below (,Parents' input urged', Eastern Suburbs Reporter May 26, 1992, see 
Appendix 2, p.316) indicating that the Ministry of Education was proactive in 
encouraging the community to participate in, and contribute to, the design of the school. 
In this article, the fIrst to be published in the press about BCC, there is a strong 
'empowerment of community discourse' (Ball, 1994a :89) which is conflated with an 
overall theme of innovation. In paragraph two, the 'innovative consultation process' 
signals a significant change from previous practices associated with the planning of new 
government schools in WA. The term 'innovative', used to qualify the noun 'consultation' 
suggests that both the process of designing the school and the subsequent realisation of 
the school were to be different from previous high schools and the differences were to be 
decided by the community. The Ministry Planning Manager, Mr. Peter Barrett is 
reported as having said: 
There are opportunities of all sorts of things to be undertaken .... 
We wi11listen to any proposals the community has to offer. 
They can decide on the type of education they think is appropriate for their kids. 
Throughout the article, the reporter draws intertextually on the promises that have been 
made by Mr. Barrett, making reference to the $10 million dollar initial budget and the 
[mal budget of $20 million. These fIgures coupled with the invitation to parents to make 
suggestions for the school clearly carry messages of bountiful possibilities - all to be 
provided to the Ballajura community by the Ministry of Education. Later references to a 
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swimming pool and theatre reportedly made by the principal of the nearby high school, 
(Mr. Smith) reinforce the idea that the Ministry of Education was canvassing a wide 
range of different ideas in planning the facilities for the school. In this first press report 
Mr. Barrett, is also quoted as saying: 
That (the initial enrolment of 200 students) will gradually build up and by the 
time the school gets up to Year 12 it would probably be taking almost 300 year 
8's. 
The Ministry Planning Manager's comment clearly indicates a commitment at that stage 
to providing a Senior High School1o in the Ballajura district. In later planning the 
provision for upper secondary students was to be fiercely contested, a point that I take up 
later in this chapter. 
By virtue of the centralised nature of EDW A and the long tradition of 
homogeneity, the changing face of the education bureaucracy (responsive - listening, 
taking advice and providing resources for 'all sorts of things to happen') signalled a 
distinct policy shift in W A. The seeds of 'community participation' were clearly sown in 
the early stages of the development of the school. Throughout the article the position of 
residents moves from 'helping to decide' to being given the right to decide in full. In the 
[mal part of the article, the Ministry Planning Manager is quoted as saying that parents 
'can decide the type of education they think is appropriate for their kids' (9). The 
'categorical modality' (Fairclough, 1992 : 159) shifts the status of community input 
substantially, and signals to the parents and community an unbounded range of 
possibilities. The shift in status of parents, from 'helpers' to 'decision makers', implies a 
shift in power relations. Rather than the Ministry advising parents what they would get, 
the statement signifies to the community that they would be advising the Ministry of what 
they wanted. 
The open-ended nature of the statement implies that residents could decide not 
just the facilities but also the type of curriculum to be offered at the school (paragraph 2). 
At this stage (1992) Western Australian secondary schools were all using the Unit 
10 Senior High Schools traditionally provide for students in years 8-12. 
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Curriculum which was mandated, moderated and the major criterion for certification of 
lower secondary schooling (EDWA, 1994). However, as I indicated above, the Ministry 
was engaged in trialling Student Outcome Statements as part of the collaboration on a 
National Curriculum. The change in curriculum at the central level was to have major 
implications at BCC. At the same time, there were discussions relating to the efficient 
use of existing facilities and a policy of School Rationalisation was being implemented. 
This policy was intended to examine facilities, resources and courses within districts in 
order to ensure maximum efficiencies and maximum student choice in upper secondary 
courses. 
In the weeks and months following the release of the first press report, Steering 
Committee representatives met with parents of prospective students and community 
members. Whilst there are not minutes of each of these meetings, there is evidence 
through the Steering Committee minutes, that each of the members of the Committee was 
proactive in advancing a range of possibilities for the school. It was no accident for 
example that the superintendent from the School of Isolated and Distance Education was 
on the Steering Committee. The School of Isolated and Distance Education was already 
using Telematics to provide courses to students in remote and isolated schools or schools 
with small numbers of students, in order to expand the curriculum choices for students in 
cost effective ways. Minutes of the Steering Committee meetings indicate that the 
Superintendent of the School of Isolated and Distance Education provided presentations 
to the Steering Committee on the advantages of Telematics. The Principal from the 
nearby Morley Senior High School also addressed parents at a public meeting at one of 
the local primary schools on the 18th June, 1992 and suggested possible strategies for 
collaboration between the new Ballajura school and Morley SHS. In particular, he 
advocated the structuring of complementary courses to ensure as wide a range of 
curricular options as possible, for prospective students. These discussions were not just 
concerned with student choice, but were also couched in terms of efficiencies for the 
Ministry. From the very first Steering Committee meeting, there was a clear indication 
that other policy agendas relating to resource efficiencies and community use of school 
facilities were to be priorities for the school (BCC Steering Committee minutes, 7th May, 
1992). 
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Data, including letters from parents to the Ministry, such as the one below, 
indicate how parents interpreted the invitational overtures to 'decide anything they think 
is appropriate' for the new high school: 
Letter from BaUajura Residents 
1/7/92 
Dear Sir 
We are the parents of [children] at [local] primary school, and we feel very strongly that the 
proposed new high school should provide for community activities - in addition to providing good 
educational facilities. 
As the Principal of Morley Senior High has indicated, specialist and less popular courses should 
be shared, so as to achieve good class numbers, with either students or teachers travelling between 
the schools, or, even better, with satellite video conferencing facilities. Thus, a wide range of 
subjects could be offered by the two schools without unnecessarily duplicating resources. 
We suggest that the following be included in the overall plan: 
A large, multi-purpose, communal building that could be used as: a gymnasium; a hall 
for school assemblies, prize-givings etc.; a hall for community functions. This 
building should definitely be part of the first phase of any development as Ballajura 
is in desparate (sic) need of a decent sized community hall. 
Many people, ourselves included, feel that a swimming pool should also be provided as 
an amenity - both for school and public use. 
A sports oval is also required as we feel that it would be impractical to use the ovals on 
Kingfisher Park on a daily basis due to the distance from the school site. 
The school should cater for vocational and hobby classes during and after school hours 
for people of any age. 
One other concern is the high voltage (132KV) overhead power line that bisects the High School 
site and Kingfisher Park. With the current (please excuse the pun) debate on the effects of living 
or working near such power lines, and with the danger of playing near such lines, we feel that the 
power lines should be routed underground - on both the school and the park sites. 
Yours faithfully, 
(signed by both parents) 
There are intertextual traces evident within the letter that link to the press report above, 
and (previous) information sessions provided to the parents, on Telematics and 
teleconferencing as a mode of curriculum delivery. The writers of the letter have 
suggested collaboration between Bee and Morley SHS and 'even better, satellite video 
conferencing facilities' as an alternative mode of curriculum delivery. The writers of the 
letter had obviously heard of the proposals for Bee by attending meetings, reading press 
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reports and/or talking to Steering Committee representatives at their local school. They 
reworked and transfonned many of the very suggestions that Ministry representatives had 
proposed in the smorgasbord of options. 
The writers of this letter, (one of many) proposed suggestions which they believed 
would be important for the school. They proposed a large multi-purpose building that 
would serve as a hall for school assemblies, a hall for community functions and a 
gymnasium. They proposed an oval and a swimming pool, and [mally, the re-routing of 
the underground power lines because of concern for their children's safety. In respect to 
curriculum, the writers of the letter proposed 'vocational and hobby classes during and 
after school'. 
What is interesting about the proposals from the writers of the letter is that other 
than the suggestion for a swimming pool, which had been previously identified as a 
preferred recreational option through a Shire survey all of the suggestions are for 
facilities that would routinely be provided within the standard secondary school design 
brief. These parents, and many like them, were rearticulating back to the Ministry 
representatives, those very suggestions that had been seeded within the context of the 
public meetings and infonnal contacts, by members of the Steering Committee. In the 
second paragraph, the writers of the letter also restate the proposal for complementary 
courses and the use of satellite video conferencing facilities, which would expand the 
curriculum on offer 'without unnecessarily duplicating resources'. The reference to 
resource efficiencies along with suggestions that were clearly stated by members of the 
Steering Committee in other forums, is clear evidence of the intertextual connections to 
fonnal and infonnal discussions and proposals. 
The suggestion for a swimming pool indicates traces of the proposal made by Mr. 
Smith in the newspaper article (or some other public meeting or personal communication 
with members from the Steering Committee). Minutes of the BCC Steering Committee 
(7th May, 1992), indicate that negotiations were being undertaken with the Shire of Swan 
the local authority, for joint funding for some of the resources, including the possibility 
for the funding for a swimming pool to be used by both the school and the community. 
What was not made clear through Mr. Smith's comments, was that a swimming pool 
could only be built through collaboration and funding from the Local Shire. Failing to 
148 
clarify from the start, that there was a fInite budget later proved problematic. The 
Government and Ministry were clearly planning within budgetary constraints, and 
choices had to be made. The lack of clarity regarding the carving up of the educational 
dollar (classrooms cost $x, science classrooms cost $y, gymnasiums cost $z) inevitably 
led to conflict and disappointment. Evidence in the Steering Committee minutes of 16th 
October suggest that some members (unnamed in the minutes) voiced the following 
concerns following the release of the fIrst concept drawings of the school: 
Concept plan shows limited facilities ... 
Community Expectations have not been met in the concept plan (swimming pool). 
Many members of the committee were critical of the lack of vision shown in the 
concept and although understanding the resource limitations applying in 
providing the physical structures, it was felt that a clearer idea of the desirable 
outcomes for the health and welfare of the whole community needs stronger 
representation. 
(BCC Steering Committee Minutes, 16th October, 1992) 
In the above minutes, there is clearly no sense that the community can decide on 
an unbounded range of possibilities, as they were led to believe in a number of forums, 
just a few short months before. 'Resource limitations' have reared their head, and the 
sense of unbounded possibilities is now positioned within a fInancial discourse. What is 
relevant here is the way in which the Ministry (later EDWA) engaged in invitational 
overtures to 'the community' through a range of texts, in order to secure participation in 
'collaborative planning' for BCC. 
The consultation process with community members and the Steering Committee 
began ill May and by November 1992 eleven possible confIgurations for the new 
Ballajura high school had been proposed by parent representatives to the Steering 
Committee. Each of the models was designed to consider the provision of secondary 
education in the Ballajura area. The discourse of innovation permeated many of the 
models, with strong references to technology, complementary courses with the nearby 
Morley Senior High School to expand student subject choices and a strong emphasis on 
community involvement in the school (EDWA, 1992). A wide range of consultation 
meetings took place during which community representatives, local government offIcials, 
Ministry of Education offIcers and government architectural staff evaluated the range of 
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models. A central concern for parents was expressed in a summary of the consultative 
processes that indicated that: 
Parents have set as the number one priority, the health, 
safety and welfare of their children and for their 
education to take place III a stimulating and caring 
environment. 
(EDWA, 1992) 
At one level, it is reasonable to conclude that the Ballajura Community was 
actively involved in the decision making regarding the design of the schooL At another 
level, many of the suggestions 'decided by the parents' were in fact seeded by Ministry 
planning officers and the Steering Committee. Whilst the newspaper text and other 
documentary data indicate that there was a proactive strategy to involve the community 
in the decision making, some interview data suggests that the Ministry was clearly 
steering community involvement towards particular outcomes: 
The feeling from the Department was originally, just 
keep doing it the same as before, because no one 
makes a fuss about it. All I want, don't really care 
what the school's like, so long as we have bricks and 
mortar there. The opportunity to do something much 
better with education and enhance the education the 
students are getting and take them further into the 
future, meant that those values needed to be tested. 
And the ultimate adjudicators, I suppose, really were 
the parents. Because the parents had enough political 
clout to get a school built. They certainly had enough 
political clout to have a say, back up through the 
political and the Minister and the Director General, to 
say how they wanted the school to be. And in fact, the 
community consultation process, came about because, 
probably largely because, to have a say in which 
schools got built where. . 
By selling the community on innovation, we were able 
to go a lot further than we could have otherwise. . .. 
Once we'd broken, once we'd learnt to rely on the 
parents having a strong political say, which meant the 
Department felt much safer with trying something new 
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when, the ultimate consumers of that were comfortable 
with it, and they weren't going to suffer the 
repercussions of it. (APL 1) 
It was clear that Buildings and Facilities branch garnered community support as a 
means of progressing a broad agenda for change and innovation at the school. There was 
also evidence that the mobilisation of community support, through so called 'democratic 
processes' meant that EDWA, and more specifically, the buildings and facilities project 
team, were less likely to suffer 'repercussions' at either the bureaucratic or political levels 
if the community was 'on side'. 
Having mobilised the support of the community 'by selling the idea of innovation' 
(APL 1), the Steering Committee set about seeking endorsement for the proposal that a 
middle school be built to include year seven students. As the Ministry Planning Manager 
had said 'there was the possibility for all sorts of things to happen' (see 'Parents input 
urged, Appendix 2, p. 316) such as including year seven students in a secondary setting in 
order to solve the crowding problem in the local primary schools. It then became 
expeditious to advance the concept of middle schooling as the educational rationale for 
the decision to locate year seven students in a secondary setting for the first time. Other 
policies, including site-based merit selection of the principal and teachers could also be 
implemented as 'innovative practices relating to middle schooling'. Parents would 
inevitably support initiatives that resulted in 'the best hand-picked teachers and principal 
for their children' and were unlikely to be concerned about the industrial implications of 
such a policy change. 
The data suggest evidence of 'mobilization of bias' (Bachrach & Baratz, 1977) 
towards particular outcomes. The focus on new buildings and hi-tech solutions were 
significations of innovation for schooling in the twenty-first century and were conflated 
with the advantages of middle schooling, in order to mobilise support for the inclusion of 
year seven students at BCC: 
We were able to take the parents' hearts and minds 
with that one (technology). They were convinced that 
that was the fitture for their children. You backed on 
the old you must learn computing scenario I and took 
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it to the next step. And they went with it and so that 
encouraged it, so that was the driver. (APO 1) 
'Taking the parents' hearts and minds' and coupling the use of technology (one of 
a raft of inducements) with the 'advantages' of middle schooling, provided a powerful 
enticement for parents to endorse the significant changes being proposed for the schooL 
In the following section, I discuss data relating to the consultation processes for the 
inclusion of year seven students at BCC. 
6.3 [Ap]parent11 Consultation - Mobilising Support for The Inclusion 
of Year Seven Students at BCC Middle School 
By August 1993, the plans for the school had been drawn and a large model of ' Balla jura 
Community Campus' was on display in the Ballajura Library. The model showed quite 
distinctly, that the school had been planned with a middle school and senior school in 
mind. At this stage however, no formal vote had been taken on the decision to include 
year seven students in the middle school arrangement. In continuing the mobilisation 
process, the EDWA Project Officer visited each of the local primary schools and also 
made himself available at the local library in the week commencing August 16th 'in order 
to answer questions about the Community Campus and Middle School concept'. At the 
same time, a number of information brochures were distributed to parents through the 
Steering Committee, including one that advanced the benefits of middle schooling (see 
Appendix 3, p. 317-318). 
The flyer, (I will refer to this text as the 'Existing Systems Text') which is undated 
and shows no indication of authorship, was in fact produced by a representative from the 
Steering Committee. There is no heading, or introduction. Rather, the flyer begins with 
the title 'EXISTING SYSTEM' and underneath this title the words 'BIG TRANSITION'. 
The layout of the text includes two framed sections; the top section delineates the 
'existing system' and the bottom section, the 'PROPOSED MODEL'. The 'Existing 
System' is defined negatively - 'Change of school site; Change of learning style; Many 
changes of teachers'. The visual, including the two ellipses representing primary 
152 
(described as a 'Paternal Environment') and secondary, described as an 'Independent 
Work Environment' are separated by the word 'CHANGE', in upper case typeface, 
positioned vertically between the ellipses. The embedded text box describes the change 
in the existing system, as one where 'Children move to a new site that has a different 
work environment and a culture in which the child fits to the organisation of the senior 
school. The move breaks the continuity of learning'. The existing system is represented 
as one that requires a high degree of change. The existing secondary school system is 
represented as inflexible, because it requires the child to fit to the system. The 'existing 
system' does not provide a pastoral environment, but rather requires an immediate 
transition to an 'independent work environment'. This move 'breaks the continuity of 
learning'. The use of the lexical item 'breaks' connotes dislocation and reinforces the 
negative aspects of the 'existing system'. 
Under the 'PROPOSED MODEL', three ellipses are used to represent the Primary, 
Middle and Secondary year levels. The curved arrows represent the transition from 
primary to middle, to secondary, with the wording 'Change of site' and 'Change of 
learning style' in lower case typeface, directly under each of the arrows. Change is 
indicated as 'gradual and linked to integrated curriculum continuity'. Middle schooling is 
labelled as a 'Pastoral Environment'. 
Semiotically, the combined visual and graphic modes are used to position middle 
schooling in a positive light. The 'proposed model' incorporates year seven students in 
the 'MIDDLE', and this arrangement is far less dislocating for students than the existing 
system. Middle schooling is positioned as the centre of schooling and the centre of 
attention. Making the transition from primary to middle to secondary is softened by the 
'integrated curriculum continuity'. The interspersion of educational discourse (e.g. 
integrated curriculum continuity) with the notion of 'pastoral care' is juxtaposed with the 
negative connotations associated with the 'existing system'. The designation of a 'pastoral 
environment' emphasises an 'ethos of ministry and caring in an effort to counter perceived 
dehumanising and militarizing effects of regimentation and technology' (Fendler, 1998 
:57) in the existing system. The insertion of the 'pastoral' shifts the power focus such that 
11 I have borrowed this 'term' from Michele Fine (Fine, 1997). 
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teachers are now positioned in a new professional discourse. As Simola et aZ.(1998) 
suggest: 
... while in the old school there was a clear and open, 
coercive, and sanctioned obligation to follow the 
commands of compulsory schooling, the modem 
school invites and induces, declaring and underscoring 
a right to learning. Power in the modem school seems 
to work inductively and invitingly rather than through 
coercion and command, positively and productively 
rather than negatively. 
(Simola, Heikkinen, & Silvonen, 1998 : 81) 
The discursive techniques are designed to create new meanings of secondary 
schooling and new meanings of the secondary school teacher. They are also designed to 
reflect the changing relationship between the bureaucracy and the community. 
References to pastoral care are used in the brochure as a distinguishing feature of middle 
schooling. These references are echoed in the consultation processes. Parents are invited 
to discuss their concerns with 'Jeff' (EDWA's Project Officer), rather than the more 
formal 'Mr. Phillips'. In this instance, EDWA personnel are positioned as friendly, 
informal and available to 'answer questions about the Community Campus and the 
Middle School concept'. The discourse closely resembles that of a priest (Simola et aI., 
ibid.) rather than that of a professional. 
On the back of the flyer there was a list of 'Issues' (see Appendix 3, p. 318) that 
were raised by parents concerning the proposal to include year seven students in the 
middle school. Placing the 'issues' on the back of the flyer suggests that the Steering 
Committee is listening to, and noting the concerns regarding the proposal. Nonetheless, 
the positioning of the issues on the back page suggests that they are of lower importance 
than the overall benefits. Parents are invited to discuss 'any issue' with the president of 
the Parents and Citizens (P & C) Association or the representatives of the Steering 
Committee 'OR an officer from the Ministry of Education'. The use of first and second 
names as well as the designation of titles (e.g. President, Illawarra P.S., P& C) or indeed 
the more general, more formal 'officer' suggests that 'issues' are to be dealt with in a more 
formal way than the informal 'answering questions about the proposal with Jeff. Here we 
see a case of what Fairclough (1992) terms 'synthetic personalisation' (p.98) in which 
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institutional matters are couched within a personal discourse. The power relationships 
imply that discussing 'the proposal' is done in a friendly way ('with Jeff); discussing 
issues is done in a more formal way with designated 'representatives' or 'officers' from 
'The Ministry of Education'. 
It is also significant that five parent representatives from the local primary school 
P & Cs were named as the persons to whom any concerns or issues regarding 'The 
Proposal', should be directed. Names and contact numbers were only provided for one 
Ministry of Education Officer. In this text, it is clear that the role of defending 'The 
Proposal', and indeed fielding questions and issues, was to be largely undertaken by the 
parent representatives. That is, parent representatives were 'proposing' and then fielding 
questions and defending a major Ministry of Education policy change. The example 
demonstrates how the Ministry cultivated affInity with the proposal by inducting 
community representatives through the 'innovative consultation processes'. 
Corresponding with the release of 'the flyer' the Steering Committee sent a survey 
to all parents of children in years K-5 attending the three local primary schools: Alinjarra, 
Ballajura and Illawarra, regarding the proposed middle school at the new 'Ballajura 
Community Campus'. Accompanying the survey, was an information sheet (see 
Appendix 4, p. 319). In the following discussion I will focus on the information sheet, 
drawing out aspects of content and some features of syntax in order to demonstrate how 
the Ministry of Education steered community participation towards a preferred outcome. 
I suggest that the processes and information were 'managed' in order to give an 
appearance that 'the community' was deciding. 
This information sheet is again clearly aimed at persuading parents of prospective 
students of the benefits of middle schooling. The title, 'PROPOSED MIDDLE SCHOOL 
FOR YEARS 7 8 & 9' is ambiguous (Fairclough, 1995: 113). 'Propose' can mean 'to put 
forward for consideration' or 'as a plan' (Concise Oxford Dictionary, CD). In this case, 
'proposed' signifies the plan for the Ballajura Community Campus. The structure of the 
text, including the layout, the lexical choices, the inclusions and the exclusions, as with 
all texts, are designed to influence the way in which the reader interprets the text and 
subsequently responds to the accompanying parent survey. In the text, there are no other 
alternatives proposed to the years 7-9 configuration for middle school that is presented as 
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'THE PROPOSAL'. The use of the definite article (The) suggests that 'this is the model'. 
Signalling that the parents, rather than Ministry officers, have formulated the proposal 
strengthens the appearance of 'parent power'. The suggestion that 'A steering committee, 
which includes representatives from the three local primary school P& CIS (sic) [who 
have] proposed that a Middle School for years 7-9 be established' implies that there has 
been collective endorsement of 'The Proposal' by the Parent and Citizen Associations, 
and that they are in fact 'steering' the decisions. What is not mentioned, is that there was 
more than double the number of Ministry of Education representatives than there were 
Parent representatives. However, in the text, there is no mention of the Ministry 
representatives. This omission serves to reinforce the idea that it is the parent 
representatives on the Steering Committee who were driving the decision-making. 
In addition to the title, the 'information to parents sheet' has four sub-headings -
'The Proposal'; 'What is a Middle School?'; 'What are the Advantages?' and 'Research 
Findings'. As with the 'Existing System Text' - this text is also designed to represent a 
positive view of middle schooling and the inclusion of year seven students in the 
secondary setting. The writers of the text are motivated towards a particular outcome. 
The information sheet is not just informational: it is primarily persuasive. 
Under the heading 'What is a Middle School?' parents are advised that a middle 
school is a 'unique part of a campus' which provides a wide range of positive benefits to 
students which are provided 'by specialist facilities and teachers'. A middle school is a 
'sheltered pastoral care environment where greater time is spent on increasing learning 
skills'. Students will be provided the same year seven curriculum and specialist 
programmes, with 'advanced technologies and learning methods'. 
Under the heading 'WHAT ARE THE ADVANTAGES', there is a description of 
how students in years seven and eight are taught. The use of the present tense 
strengthens the definitive nature of 'The Proposal'. The positive representation is further 
strengthened by the references to the continuity of skill development in areas such as 
literacy and numeracy and the 'special pastoral care programs'. In addition, students 'have 
access to a wide range of facilities - courts and ovals, Gymnasium, Visual and 
Performing Arts Complex, Technology Centre, Library and Science Laboratories'. In a 
middle school, students are provided a programme that ensures the same year seven 
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curriculum, focussing on continuity of skills such as literacy and numeracy as well as a 
wide range of facilities and more time to grow as well adjusted adolescents. Students in a 
middle school receive both the same as that which is provided in the primary school as 
well as special facilities and teachers. These 'advantages' appeal to many of the concerns 
that most parents would hold for young adolescents. The text is structured to reassure 
parents that middle schooling is not so radically different from a year seven programme 
in a 'normal' primary school. However, there are many advantages - special facilities and 
teachers, the promise of 'well adjusted adolescents' and a focus on the 'basics' - literacy 
and numeracy. 
The rationale for middle schooling is strengthened in the [mal part of the 
information sheet, with a reference to 'RESEARCH FINDINGS'. These references 
acknowledge the changing needs of adolescents and the outdated mode of schooling 
structures. Other countries and States around Australia are creating new structures 
(similar to those being proposed) and the results indicate that 'students have developed 
stable relationships with their peers and adults and are well motivated to learn and 
succeed'. Calling in research aims to reassure parents that this is not a wild idea - a 
tenuous experiment. Middle schooling is a tried and tested model; other countries and 
Australian States have introduced it, and 'research' proves that it works. 
The information sheet is carefully structured to position the proposal in an entirely 
positive way. There is no mention of 'disadvantages', or of the 'issues' raised in previous 
texts. The authors of the text have structured 'The Proposal' in such a way as to appeal to 
the concerns that most parents would hold in relation to their adolescent's schooling -
skills, pastoral care, and well-adjusted adolescents, success and state of the art facilities. 
By implication, the information sheet is suggesting that students would not get the same 
advantages, should the school be built as a 'standard secondary school'. For the purpose 
ofBCC, the information sheet was also implying that middle schooling typically included 
year seven and eight students on the same high school site. 
6.3.1 The Parent Survey 
The information sheet discussed above was distributed with The Ballajura Community 
Campus Survey (see Appendix 5, p. 320) to all parents with students from kindergarten to 
year five, in the three feeder primary schools. I now tum to a discussion of this text. 
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The first observation that I would make regarding the 'Middle School Survey' is 
that like much of the other information to parents, no authorship is indicated. Parents are 
requested to return the survey to the Primary School Parents' and Citizens' Association 
which is a separate incorporated body, typically associated with fundraising. This is 
itself interesting because in 1993, School Based Decision Making Groups were the 
vehicle through which parents contributed to policy formulation at the school level, rather 
than the Parents and Citizens' Association. The fact that the consultative process was 
undertaken through the P & Cs rather than the School Based Decision-Making Groups is 
significant. Technically, P & Cs have no legislated rights to determine policy and at the 
time of establishing the school, the Ministry was proactively involved in strengthening 
the role of the school decision making groups (Hoffinan, 1994). Nonetheless, parents 
were instructed to return the survey to their local primary school P & C. This was clearly 
part of the strategy for positioning the parents as the agents of change. 
In terms of power, there is a clear message that parents have taken the lead in 
designing and conducting the survey. A survey that was authored and distributed by 
EDWA would likely be professionally typeset and bear traces of authorship, such as an 
EDW A or a local school logo and a signature. Examining the survey more thoroughly 
illustrates the way in which the ideological steering continued well after the school plans 
had been completed. 
On the front page of the survey, is the statement: 
The aim of this survey is to determine the preferences 
of parents with children in years K-5 attending 
Alinjarra, Ballajura and Illawarra Primary Schools to a 
proposed Middle School concept to open on the new 
school site in 1995. 
Please read the attached information before answering 
the survey. 
There is an implication in the stated aim, that there are a range of options for parents to 
consider. However, as I have indicated above, the attached parent information sheet is 
clearly directed at influencing the outcome towards the inclusion of year seven students 
in the Ballajura middle school. Read in conjunction with the parent information sheet, 
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there is clear evidence that the survey is also structured to influence responses towards a 
preferred outcome. 
At the top of the survey is the bolded heading: 
SECTION ONE: A MIDDLE SCHOOL FOR YEARS 7, 8 & 9. 
This statement positions the 'The Proposal' as the definitive option to be considered. 
Other options are contained in smaller print in the body of the survey. 
The survey is structured in three sections, each with one question that has three 
alternatives. The first question asks parents for their opinion of 'The Proposal' (What do 
you think about the concept of a Middle School for year 7,8 & 9? Is it a good idea?). 
Parents have the opportunity to answer YES, NO or DON'T KNOW, with several lines 
for comment. In all questions, the option that supported 'The Proposal' is stated as the 
first option. 
Question Two is prefaced with the advice that 'ONE of the following 
recommendations will be made to the Ministry of Education'. The survey positions the 
Steering Committee outside the Ministry of Education, when in fact the majority of 
members were Ministry Officers. Question 2 asks parents to rank their recommendations 
in order of preference, however there is some ambiguity about the choices: 
1. Open a Middle School in 1995 with year 7 & 8 students emolled on a trial basis only. 
2. Open a traditional 5 year High School in 1995 with only year 8 students as the first 
intake. 
3. Open the school in 1995 with a long term commitment to the Middle School Concept. 
Option 3 is clearly ambiguous. I use this word 'ambiguous' to imply ideological 
steering (Fairclough, 1995 :113). Option 3 could mean: open the school without year 
sevens and in the longer term, consider the Middle School Concept. It could also mean, 
open the school in 1995 with year seven students and commit to this arrangement 
unequivocally: that is, view the decision as a long-term commitment. Alternatively, it 
could mean: open a standard high school with a philosophical commitment to the 
principles of middle schooling for years 8,..10 students: that is, excluding year seven 
students. 
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Question three, is prefaced by an instruction to parents to 'think: about how the 
final recommendation should be made'. The question asks: 
How should a decision be made about the [mal recommendation? 
A. From a consensus of the combined preferences of all parents surveyed? 
B. As a school by school ranking. 
C. By parents having individual choice where children attend. 
In question three, there is again a high degree of ambiguity, particularly with 
options (B) and (C). Option (B) is not elaborated but could mean that decisions regarding 
future options for students should be considered on a whole school basis. That is, if the 
majority of parents in anyone school vote 'No' then all year seven students at that school 
would remain at the primary school site. The use of the term 'ranking' is however, 
confusing. Option (C) bears no relationship to the question 'How should a decision be 
made about the [mal recommendation?' It is semantically and syntactically inconsistent 
with the question. 
In total, 1170 surveys were distributed to parents in the three feeder primary 
schools. Forty eight percent of parents returned the survey, and of these, sixty two 
percent responded 'Yes' to question one (What do you think about the concept of a 
Middle School for year 7, 8 & 9? Is it a good idea?). There are a number of points that 
are relevant to the discussion. Firstly, the structure of the survey privileged the 
endorsement of a year 7, 8 and 9 middle school at BCC, particularly when read in 
association with the accompanying information sheet. Secondly, there was ambiguity to a 
number of options, indicating an ongoing mobilisation of bias, towards a preferred 
outcome. Thirdly, the survey gives the appearance that parent representatives on the 
Steering Committee were directing the conduct of the survey. The lack of indication of 
authorship, and the structure, including hand-drawn boxes strengthen the ideological 
steering. There is a clear message that the Steering Committee is separate from the 
Ministry (despite the fact that there are eleven Ministry representatives on the 
Committee) as is indicated in the final paragraph of the survey: 
Thank you for answering this survey_ 
The information gained will be used by the Steering 
Committee to determine the final recommendation to 
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the Ministry of Education on the configuration of the 
proposed Ballajura Community Campus. 
Finally, it seems somewhat of an afterthought to be surveying parents for their 
preferences, when in fact the Steering Committee had already proposed that a middle 
school for years seven, eight and nine be established. The design of the buildings, 
including plans and a three dimensional model had been completed on this basis and were 
displayed within the public arena at the time. 
One has to ask what purpose the survey was to serve, given that the 
accompanying information sheet indicated that the Steering Committee 'had [ already] 
proposed that a middle school be established for years 7-9'. One can assume it served to 
reinforce the view that the Ballajura parents were steering the decision making processes 
associated with the school, and further, that the parents had a range of options with 
respect to their children's secondary schooling. The unanswered question is: what would 
EDW A's strategy have been, had there been overwhelming opposition to the inclusion of 
year seven students at the school? 
There is no doubt that the Ministry was proactive in mobilising parents to 
participate in the decision making regarding alternative models of secondary schooling at 
Ballajura. Indeed, one of their key tasks was 'to set out a number of recommendations to 
go to the Minister of Education, concerning school structure and organisation' (BCC 
Steering Committee Minutes, 16th October, 1992) at BCC. Nonetheless, the data 
suggests an ideological steering directed towards the inclusion of year seven students in a 
new middle school arrangement. The bias of the political process was not evident 
because the nature of public controversy was shaped in advance by the political elites. 
'Community involvement' meant that parents of prospective students and community 
members were mobilised to support the proposals for BCC through a carefully planned 
strategy. Parents were invited into the consultative process, as if there was a power-
neutral partnership (Fine, 1997 ). The strategy involved the induction of the parent 
representatives into the Ministry's plan for BCC. The parent representatives then became 
the Steering Committee's (Ministry's) agents for mobilising the wider parent body. 
Whilst there is an appearance of equal power relations, parent representatives were 
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members of two overlapping communities (Fowler, Hodge, Kress, & Trew, 1979). On 
the one hand they were part of the community comprising the parents and children within 
their locality. On the other hand they were part of a formally constituted committee with 
responsibility for deciding the secondary schooling options for theirs and their friends' 
and associates' children. 
Tracing the intertextual connections indicates a gradual mobilisation of the parent 
representatives and then the subsequent garnering of broader community support towards 
the outcome that had been envisaged by the Steering Committee for the school. This 
process of mobilising for enduring support was not one of coercion; rather it resulted 
from shaping a preferred representation and then garnering support for the proposal. As 
Bourdieu suggests: 
So as to ensure that this enduring mobilization comes 
about, political parties must on the one hand develop 
and impose a representation of the social world 
capable of obtaining the support of the greatest 
possible number of citizens, and on the other hand win 
positions (whether of power or not) capable of 
ensuring that they can wield power over those who 
grant that power to them. 
(Bourdieu, 1991 : 181) 
While advanced industrial societies are increasingly demanding greater information and 
greater participation in the political processes, politicians and bureaucrats are becoming 
increasingly adept at manipulating information in order to achieve the obfuscation of 
certain facts and the achievement of preferred outcomes (Peters & Marshall, 1996). At 
BCC the community gathered momentum and realised its power, often writing to the 
Minister and Director General to voice their concerns. By 1996 the process was 
considered to be far too haphazard; too difficult to 'control' and thus EDWA instigated a 
'line management process' in order to 'manage' the community involvement: 
JL: How do you think that was managed by the 
Department, the process of community involvement 
and consultation? I mean what do you think were the 
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strengths and weaknesses or the difficulties or 
whatever with that? 
R: I think one of the strengths was the Department 
demonstrated that it was prepared to listen. 
But initially there was no defined line management 
path between the school community and the 
Department and it was very much a scatter gun 
approach. 
The community would write to the Minister or the 
Director General. And as a result of agitation, a very 
strong line management process was put in place that 
successfully managed the situation. (EDWA SO 8) 
The 'successful management' of the situation could easily be read as 'control'. Whilst the 
community were writing directly to the Minister, there was less scope for mediation by 
EDW A Officers. Establishing a 'strong line management process' meant that complaints 
and lobbying by the community could be filtered by the bureaucracy, rather than being 
directed to the Minister. There was a dual process of impression management taking 
place. On the one hand the bureaucrats were obviously keen to be seen by the Minister as 
'managing the.situation', anticipating risks. On the other hand bureaucrats could mediate 
and transform complaints under the broader discourse of 'community participation'. 
Through the process of impression management politicians and bureaucrats retained 
control over the public issues relating to BCC. Retaining control requires procuring 
support for the 'legitimate representation' (Bourdieu, 1991: 182). To cite Bourdieu again: 
. .. the legitimate representation is built up, to the 
ecclesial mode of production, in which the proposals 
(motions, platforms, programmes, etc.) are 
immediately subjected to the approval of a group and 
thus can be imposed only by professionals capable of 
manipulating ideas and groups at one and the same 
time, of producing ideas capable of producing groups 
by manipulating ideas in such a way as to ensure that 
they gain the support of a group (through, for example, 
the rhetoric of the political meeting or the mastery of 
the whole set of techniques of public speaking, of 
wording one's proposals or of manipulating the 
gathering techniques which allow you to 'get your 
motion carried', not to mention the mastery of the 
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procedures and tactics which, like the manipulation of 
the number of mandates, directly control the very 
production of the group. 
(Bourdieu, 1991:182) 
The process of establishing a 'legitimate representation' which was based on the 
implementation of an innovative middle school that included year seven students was 
achieved through the winning of 'public consent' (Codd, 1988:237) through a wide range 
of public forums, information brochures and press reports. The 'democratic process' was 
structured around the strategy to include parent representatives on the Steering 
Committee and to subsequently use these parents to promote public discussion of 'The 
Proposal'. The data suggests that in fact, there was a preferred option from as early as 
November 1992, and that the whole process of community consultation was designed to 
garner support for this option. The intertextual links are evident as traces in earlier texts. 
In fact, the very fIrst Steering Committee meeting indicates that the inclusion of year 
seven students was one of the Ministry's proposed options for consideration (BCC 
Steering Committee Minutes, 7th May, 1992). Garnering of support was not undertaken 
through coercion. Rather, it was achieved through winning consent by 'integrating 
[community members] into apparatuses of control [which they then came] to feel 
themselves part of (Fairclough, 1989 :36). The risk of community opposition and 
political fallout, in a highly sensitive political electorate, meant that the Ministry could 
proceed with a range of new policy initiatives with minimal opposition. 
6.4 Grafting Policies on to Policies 
In the above sections, I traced the discursive changes associated with the establishment of 
BCC as the State's fIrst middle school and the inclusion of year seven students in the high 
school setting. In this section I make reference to data that illustrates the multifarious 
policy agendas that were simultaneously impacting on the design of the school. In 
particular, I address the policy relating to 'School Renewal' and 'Community Use of 
Facilities'. 
Steering Committee minutes indicate that discussions indirectly addressed two 
new EDW A policy areas, both of which had arisen from Government policies. These 
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included 'School Renewal' and the community use of school facilities. In the case of 
'School Renewal', the Ministry sought to optimise the use of capital resources in order to 
address changing demographics which over time, influenced school enrolments. 
Metropolitan government schools had had a classic trend of burgeoning numbers of 
students in newly developed areas in the fIrst years of their operation, and then gradual 
decline in numbers as the student population aged. This had resulted in some schools 
being under-utilised in later years. The 'School Rationalisation and Renewal' project was 
established to maximise the use of buildings and to consider a reassessment of school 
sizes and 'alternative delivery structures' (EDWA, 1994 :64). One strategy included 
clustering schools together to provide a range of programmes for students in a broader 
region, rather than the immediate school catchment zone under the broad category of 
Local Area Planning (LAP). 
The policy for expanding the community use of school facilities derived from the 
Better Government Agreement, (Western Australian Government, undated) which was 
released in 1992 by the then Premier, Dr. Carmen Lawrence. This agreement between 
State and local governments sought to rationalise government expenditure and to 
capitalise resource sharing. The Agreement sought to: 
consider how best to organise government, to think: 
about how we can co-operatively provide the best 
possible services at the lowest cost and to make sure 
that governments are clearly accountable to their 
taxpayers and ratepayers 
(Western Australian Government, undated: (i)) 
Within the Better Government Agreement (ibid.) the fIrst area indicated for 
'immediate review' (p.3), under the heading of 'Capital Resource Sharing', related to 
'education facilities': 
The focus will be on developing models for sharing 
capital facilities between the State Government and 
Local Government. Consideration will fIrst be given 
to the potential for co-operative funding, planning, 
design, construction and operation of shared education 
facilities. Facilities considered should include 
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libraries, perfonning arts and recreation and 
community meeting facilities 
(Western Australian Government, undated, p.3) 
References to these two policies are clearly evident in the minutes of the fIrst, and 
later, meetings of the Steering Committee for the Ballajura Project. What is interesting 
is the way in which the policies were applied within the BCC context. There is no direct 
indication of the policies as key agenda items. Rather the policies are infused within the 
discussions. They arise at different points, in different contexts. They are there and not 
there, they are fore grounded and backgrounded. They are conflated with other ideas, 
melded together and slipped in at different points within the minutes. 
For example, in the minutes of the fIrst meeting of Steering Committee at which 
there were only Ministry representatives, there are references made for consideration of 
'other schools and communities sharing the BCC facilities' and 'looking at the needs of all 
sectors of the community for example old aged persons' (BCC Steering Committee, 7th 
May, 1992) and '(T)he involvement of service clubs, councillors, local government 
management and state government agencies is critical to ensure rationalisation of 
services and facilities' (ibid.), carry direct intertextual traces of the government's broader 
policy agenda for reducing costs by sharing provision of services between central 
government and the local authority. The minutes of the sixth Steering Committee 
meeting record: 
The Ballajura Project is seen as a suitable pilot project 
under the "Better Government Agreement" plan. (sic) 
Particularly as a tripartite funding agreement is likely 
to bring forward the timeline for construction. 
(BCC Steering Committee, 16 October, 1992, item 
3.2: 2) 
The introduction of new policies relating to middle schooling and 'community' carried 
intertextual connections to other policies that were emerging within EDW A and the State 
Government. Utilisation of school facilities by the community and collaboration between 
schools within districts were discussed in the fIrst Steering Committee meeting. There is 
strong reference to these texts although in the course of the meetings these texts were 
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transfonned in order to situate them within the context of BCC. In other words, 
intertextual connections to 'The Better Government Agreement' are couched within the 
'exciting and innovative opportunities' for 'partnerships' with parents and the local 
government. Regional or district 'solutions' and rationalisation of educational facilities 
were major considerations in later policy decisions relating to the provision of upper 
secondary courses at BCC, as I demonstrate below. 
6.5 Creating New Meanings at the Central Level 
By 1994 the buildings and facilities branch of EDWA was proactively advancing the 
policy for community involvement at BCC. The mobilisation was being worked at two 
levels - at the local community level and back up through the organisation of EDW A. 
The discourse of 'community participation' was clearly used to strengthen the ideological 
shifts within the educational bureaucracy. A briefing from EDWA Buildings and 
Facilities Branch regarding Ballajura Community High School12 illustrates how the 
processes of ideological steering penneated the bureaucracy in order to graft additional 
policy agendas onto the notion of 'Community High Schools'. Part of the briefing 
(undated, circa March, 1994) is included below: 
CONCEPTS OF COMMUNITY HIGH SCHOOL 
The school has been titled "Community High School" to reflect the spirit of community 
involvement in the consultation process used to develop the education and design brief 
and in the following contexts: 
1. The tenn Community High School was introduced in the early stages of consultation 
by community representatives to ensure a focus would be on addressing community 
needs. 
2. The school has been designed with ease of community access in mind and planned 
joint use of major buildings. 
3. The local authority has been involved in planning the school and committed itself to 
sharing the cost of some facilities and developing community services on the school 
site. 
12 The name of the school was changed in the later part of 1994 to Ballajura Community College. 
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4. For the purposes of merit appointment to Principal, other promotional positions and 
staff selection, an additional criteria has been included as part of the selection process 
that reflects the nature of the school and is distinct from all other secondary schools. 
5. A community representative has been appointed to the principal's selection panel. 
This is the first time this has been done in W A. 
6. The joint management of facilities on the school site by school administration and 
community representatives may be considered once the school is open and the 
corporate body has been established. 
A Community High School is distinct from other secondary schools by the extent to 
which: 
• The school's ethos is established and the organisation operates. 
• The buildings are designed and facilities provided. 
• The criteria for staff appointment is set and selections are made. 
• Local authority contributes to capital, development and management costs. 
Buildings and Finance Briefmg (EDWA undated, circa March, 1994) 
Despite EDWA initiating the 'community involvement', the above-mentioned briefmg 
suggests that community members were responsible for the 'community' emphasis at 
BCC. Furthermore, the notion of 'community' is conflated with at least three EDW A 
policy agendas; the (community) use of school buildings (2), sharing of costs for funding 
and management of the school by local government (3, 6) and changing the selection 
processes for the principal (4, 5). Coupling 'community' to how 'the school's ethos is 
established and the organisation operates' indicates an additional policy change directed 
at changing the working practices and organisation for staff and students. It is clear from 
this briefmg and the minutes of the Steering Committee that EDWA policy makers 
associated with buildings and facilities had a significant role in defining the operational 
parameters of the school under the banner of 'community high school'. EDWA buildings 
and facilities officers served as the conduit for interpreting central policy texts in the 
Ballajura context, and then communicating local mediations back to the central 
bureaucracy. The participation and indeed 'suggestions' of 'community representatives' 
were used to give weight to the proposals and to advance EDW A's broader devolution 
agenda. At the school level, the dominant discourses focussed on innovative educational 
opportunities to be decided by the community. At the central level, BCC was viewed as 
the vehicle for advancing major policy changes. Documents such as the one above served 
a dual purpose. Firstly, it served to infuse the policy of community participation into the 
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discourse of the bureaucracy. Secondly, it served to invert the power relationships 
associated with community, in order to give weight to further policy changes associated 
with devolution. In other words: 'the community has made these decisions and we are 
responding' . 
A media release of 17th December 1993 from Greg Black, the Chief Executive 
Officer proposed the endorsement of the Steering Committee's recommendations with the 
critical addition in the final paragraph: 
The Ministry Corporate Executive has endorsed the 
four recommendations from the Steering Committee 
on the proposed directions for this school, and believes 
that there are opportunities for further advancement of 
the devolution process. 
(Media Release - EDWA 1993d) 
Mobilising support for policy changes needed to occur at both the micro (school) 
level and the (macro) central levels. The buildings and facilities personnel who were 
managing the process at the school level, were also using the context to promote EDWA's 
broader reform agenda, and in doing so, there was an additional process of impression 
management taking place. Convincing members of EDWA of the broader system-level 
advantages ensured that the initiatives planned for the school would also provide the 
opportunity for implementing additional policy changes, including changes to recruitment 
practices and curriculum reforms including the introduction of the new Outcome 
Statements. 
The following press release was developed in response to the Ballajura 
Community High School (later BCC) Steering Committee's recommendations: 
169 
Figure 6-1 : Media Release School for the Twenty-First Century 
1. MEDIA RELEASE 
2. SCHOOL FOR THE TWENTY FIRST CENTURY 
3. Ballajura Community High School is the first of a new generation of Western Australian 
Secondary Schools designed to meet the needs of students entering the twenty first 
century. 
4. The first stage of the school's buildings will be ready in 1995 with an initial emolment of 450 
students in Years 7 and 8. 
5. Students in Years 7 to 9 will form a Middle School that has been specially designed to meet 
the needs of all students, particularly during the critical period of young adolescence. 
6. In a middle school Year 7 students maintain the current curriculum, but have access to 
secondary school facilities and are taught by teams of primary and secondary teachers to 
ensure the continuity of skill development in areas such as literacy and numeracy. 
7. The major benefit for Year 7 students is a smoother transition from primary school to high 
school, a continued emphasis upon skill development and greater continuity of learning 
methods and curriculum integration. 
8. In the second stage of building a Senior School for Years 10-12 will be developed on the 
same site and cater for a wide range of curriculum offerings, with courses linked to other 
schools, particularly Morley Senior High. 
9. The school will have a special focus on the use of technology in classrooms, a Technology 
Centre and extensive computer networks. These, and other facilities to be developed later, 
will be available for community use. 
10. The final recommendations for the school were developed by a steering committee which 
include community representatives from the three local primary schools. The committee 
spent over eighteen months in consultation with the community on the educational needs of 
students and the local recreational and cultural requirements. 
11. Consideration is being given to developing arrangements for children whose parents do not 
wish them to attend the new school in 1995, to remain in Year 7 at their current primary 
school for 1995. 
12. For further information contact Jeff Phillips, Education Officer, New Secondary Schools 
Project Ph 2645166 
EDWA. 1994 
This text highlights the key concerns for EDWA in profiling the schooL In 
preparing the briefmg for media releases, EDWA's Officer (Jeff Phillips) has already 
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engaged in a process of mediation, transforming the discussions and agreements of the 
Steering Committee meetings in order to structure the media release. What is clear is the 
way in which EDWA foregrounds specific political motivations in the press release -
'School for the Twenty First Century', community consultation, year seven students in a 
middle school setting, the complementary programmes with Morley Senior High School 
and the flavour of 'innovation', with reference to technology and extensive computer 
networks which are clearly systemic priorities for reform. EDW A uses the media as an 
instrument for 'selling' the ideas of reform within a clearly structured and manipulated 
context. 
How much the journalist appropriates the message contained within the media 
release, depends entirely on the 'trans formative action' (Kress, undated) of the 
reporter/writer. Shelhe will selectively draw on this 'intervening text', this 'prior text' 
(Kress ibid., :5), making reference to the antecedent text (the media release) and other 
semiotic codes and generic conventions, in the process of 'constructing' the new media 
report. This 'reference to other texts' and 'transformation of prior texts', (Kress ibid., :6) 
is evident in the press releases and subsequent media articles relating to BCC. There are 
common threads in all articles - community participation, technology, and middle 
schooling but these threads are selectively woven into the media articles according to the 
generic conventions of the remade text and the ideological positioning of the writer. 
EDW A was clearly using the media releases to strengthen its own political 
position and moves towards devolution. The coupling of the two events - the building of 
a 'School for the Twenty First Century', a new, innovative 'high-tech' school with 
'advancement of the devolution process' being 'slipped in' as an important ideological and 
political 'afterthought', suggest that in fact the school was clearly to be used not just as a 
testing ground but also as an example to other schools within the system. This was 
confirmed by a number of interviewees: 
JL; What do you think was the impetus jor Ballajura 
to move so jar, I mean given those constraints in what 
we had seen in our traditional high schools, what was 
the impetus behind that, that move then at a new site 
at Ballajura? 
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R: I think it was to send a message, it was to send a 
message to the whole system. 
I mean here's a place where you have the possibility of 
setting up a school exactly like all other schools 
around it but in modern facilities and with a bit of 
tinkering or you can use it to send a message that 
things in schools can be, should be different. 
And so what you do is set up a school where the 
person who you put in the job actually establishing it, 
has clearly got a vision for a school that is different to 
an ordinary high school, to do with curriculum, to do 
with the structure, to do with the links with the 
community. 
These are all key aspects which people knew when 
Ballajura was being set up. They sort of knew what 
they were going to get, I think. 
(EDWA SO 2 respondent's emphasis) 
What became evident from the data was that the vision held by EDW A policy 
makers did not always include an educational vision. Whereas the management 
discourse was clearly articulated in many of the interviews, there was clear evidence that 
the principal would be the person who would attend to the logistics of implementing the 
proposed policy changes. 
JL: Do you think they had a vision, the System had a 
vision and strategic map of what it would look like? 
R: No, not at all. I think that was the case of having 
backed the principal. ... 
They just wanted some of these key management issues 
like staffing and so on, to be different. 
But they didn't really have an educational vision of. 
how a kid at Ballajura would get a different education 
in some way, a different educational experience than a 
kid somewhere else. 
It was a case of ... as you started to invent a vision 
and tried to check it out, is this something like, is this 
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consistent with the view of what Ballajura would do 
and be like? It was kind of, no one was home in many 
ways, because people had some deliberate purposes 
but they didn't really extend to an educational vision. 
(EDWAP02) 
What is important about this excerpt is that whilst EDWA and the community had a 
broad notion of reforms, under the headings of 'middle schooling' and 'community 
participation' in real terms, the enactment of these ideals were left to school to navigate. 
What is also relevant from the above comment is that there was no strategic plan for a 
coordinated approach to the multifarious policy impacts that arose as part of the 
consequential chain. For example, including year seven students in the high school 
setting, and promising parents that 'specialist primary and secondary teachers' would be 
recruited for the school, had major industrial and political implications as I demonstrate 
in the following chapter. 
The lack of strategic planning resulted in varying levels of support for the school 
from senior policy officers. From the interview data it clear that a number viewed the 
school as a lighthouse for change and innovation. At the other level, there was one senior 
EDWA Officer who described Bee as a 'bloody mistake' (EDWA SO 1) that should 
never have been allowed to proceed. The respondent asserted that the decision taken by 
EDWA buildings and facilities branch to include year seven students in the design of the 
school allegedly resulted in the increase of costs by 40% for the running of the school. 
The references to fiscal control and the financial cost of innovation were conflated with 
the 'uniformity' principle: 
R: If we're running a very very tight ship and money 
is very tight and we're asking people to stick to 
formula, and we're guaranteeing that no one gets any 
more than anyone else, innovation is very very difficult 
because innovation, in my opinion, is resource 
expensive. 
... I'll articulate, conceptualise the mistake that was 
made. We agreed to a recurrent forever-cost increase, 
to fund a one-off capital saving, and the recurrent cost 
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increase will always in the long run make the one-off 
capital saving look insignificant. So if all of a sudden 
you increase, and in this state its 40%, the cost of 
providing education for a year cohort, and no capital 
saving in the end is going to equal the cost of that 
increase, recurrent cost. 
JL: So what you Ire saying, there wasn't a strategic 
map in response to that problem of overcrowding in 
the schools. 
R: Someone made a bloody mistake. 
JL: Right 
R: And the mistake was made because the people who 
build buildings ran it as a consultation process and 
they were focussing on how they could save costs in 
terms of building buildings. They weren't looking at a 
total cost benefit sort of philosophy. 
(EDWA SO 1) 
Here we see the issue of costs asserted as a major concern, and the consultation 
process as the reason why the inclusion of year seven students was a 'mistake'. The 
implications for 'the system' was that uniformity of funding was an important principle -
no school could get any more than any other school, especially when 'the system' is 
running 'a very very tight ship'. The second point raised in the comment above, is that the 
net savings derived from not having to build a new primary school and including year 
seven students at Bee, would be outweighed by the ongoing recurrent expenditure of a 
'forty percent increase'. These concerns indicate that the policy changes implemented at 
Bee had serious implications for the system as a whole. This Senior Policy officer was 
clearly concerned about the consequential effects for the system, an important 
consideration, given the highly unionised teaching workforce in W A and the broader 
policy implications for the system. The existing values of homogeneity and uniformity of 
funding were powerful discourses. In terms of policy, the real question relating to 
diversity and local community decision making rested on the assumption that change and 
innovation must be implemented without setting precedents for additional costs. 
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Whilst there is no evidence of analysis of the costs associated with the inclusion 
of year seven students at BCC or any other models proposed in the course of the 
consultation period, there was a strong message that the school was not a cost efficient 
solution. As a result there was at times, a high degree of hostility and tension directed 
towards the school and the implementation process was fraught with frustration. 
Vignette 6-1 
I have just met with EDW A staffing officers regarding 
the funding for primary teachers' DOTT13 time. There 
is no way that we can work toward the model of an 
integrated middle school curriculum, if we have 
teachers on different industrial conditions. The whole 
basis for having primary and secondary teachers 
working together is to draw on the strengths of each 
group of teachers in order provide an innovative 
integrated curriculum. There has been some 
suggestion that standard allocations will apply for 
primary teachers and the school will have to fund the 
difference through the School Grant. This will place a 
huge financial burden on the schooL I cannot see that 
we can have two groups of teachers working on 
different conditions - it would completely undermine 
the curriculum model that we are planning. I will do 
everything to convince EDW A that the concept of 
middle schooling requires us to look at the industrial 
entitlements of teachers in new ways. 
(Larsen, Personaljoumal, October, 09, 1994) 
Notwithstanding the issues raised by the EDWA Officer above, EDWA has SInce 
vigorously pursued the notion of middle schooling as a system response to Local Area 
Planning (Angus, 2000). Middle schools are now standard arrangements in a number of 
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EDW A districts however none has included year seven students. Under the Local Area 
Planning Policy, a new middle school is currently being planned to include year six and 
seven students in a northern metropolitan suburb of Perth (Ministerial Media Statement, 
March 24, 2000) and this will no doubt force the issue associated with differential 
funding for primary and secondary students and DOTT entitlements for primary and 
secondary teachers. 
The data suggest a lack of clarity at the central level regarding not just the funding 
for Bee but also the more general concern relating to how EDW A bureaucrats would 
align themselves with the project 
Bureaucratic culture is to, is to manage sort of what 
you can um minimising the risk and advancing your 
own interests somehow. That's more the bureaucratic 
thinking around it, and so when some of these 
challenges come to the bureaucracy that Ballajura 
threw up, they were viewed through the light of that 
sort of thinking. You know ... how is this going to 
damage me, is it going to put me on a limb, how can it 
advance my career and do I want to be associated 
with Ballajura or not? Is that a high risk venture or is 
it safe venture, is it the vanguard of change that I'm 
meant to be connected with or is it um some sort of 
lunatic fringe that I want to get far away from? All 
those things kind of appeared on the agenda in here. 
Not, not the view of we are here to serve the schools 
and if the schools want to change something and after 
all this is what we've offiCially endorsed for God's 
sake. Not a wild principal had a weird idea. We 
endorsed this. But when it came to, sort of, how can 
we now support it, that was not seen as the job, the job 
was not support Ballajura being able to go through 
with what it was there to do. The job was to behave as 
a good bureaucrat in relation to it. And I think those 
things are, sort of, the bureaucratic thing and the 
cynicism thing, are both things are things that run up 
against continually and I do know they are key factors 
in explaining why we haven't done a better job at 
being able to support some system level change. 
(EDWAS02) 
13 I remind the reader that DOTT time refers to Duties Other Than Teaching. At the time, secondary 
teachers had an entitlement equivalent to one day per week and primary teachers, one hundred and sixty 
minutes per week. 
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On the one hand the school was seen as an example for the system, to test new policies 
associated with the broader devolution agenda. On the other hand there was a degree of 
uncertainty associated with the proposed changes, and aligning one's self with the 
initiative was potentially risky - the proposed changes were untested and individual 
bureaucrats were weighing up the potential impact on their own careers. 
From a policy perspective EDW A and the government were attempting to 
implement system-level changes that were designed to improve the quality of education 
in lower secondary year levels and at the same time increase the notion of 'community'. 
At the time of opening BCC there was a window of opportunity - the curriculum was 
being changed, there was a heightened awareness of the needs of adolescents and there 
was a strong will on the part of many EDWA Officers to trial innovative strategies in new 
secondary schools. On the one hand, data indicate an orchestrated mobilisation towards a 
preferred outcome. The 'solution' to the problem of accommodating increasing student 
numbers in the Ballajura district involved a radical change, in the form of the 
introduction of middle schooling and the inclusion of year seven students. There is a 
wide range of data to indicate that the local community, including parents, students, 
principals in neighbouring primary and secondary schools and local government 
representatives had a significant input to the design and direction of the school. The 
mobilisation of community support resulted in a high level of participation in the school, 
from its early planning to its fully operational stages. In the first two years of the school, 
parents visited the school, local industry and community groups volunteered support and 
most importantly the community spirit on which the school was planned, grew to be the 
lifeblood of the school (see Appendix 9, p. 362). 
6.6 Exercising 'Community' Power 
The analysis above illustrates how community support was mobilised in order that 
EDW A could introduce radical policy changes relating to secondary schooling at BCC. 
Whilst I have argued above that the 'consultation process' was not a power-neutral 
relationship, the following example illustrates that the Ballajura Community subsequently 
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exercised their own power to hold the government to the promise that had been made for 
the provision of upper secondary programmes for students at BCC. The example serves 
to illustrate that the consultative process actually mobilised parents into a highly political 
group with a common bond and interest; namely the provision of secondary education for 
their children in their local community. 
In 1995, a central office 'Local Area Planning' team was established in order to 
address problems: 
(A)ssociated with the issue of maximising the return 
on resources in a range of options, including removal 
of excess facilities, the modification of excess 
facilities to permit their sale or lease, the excision of 
surplus land and the reclassification of schools III 
accordance with the Education Act. 
(EDWA, 1994-1995: 94) 
By 1996 EDWA was reconsidering the arrangement of schooling at BCC, proposing that 
the school remain a middle school, and that upper secondary students be transported out 
of their local community, to nearby secondary schools which had declining enrolments; 
that is 'excess facilities'. Whilst I have suggested that the decision regarding middle 
schooling and the inclusion of year sevens was the result of an orchestrated campaign to 
secure endorsement through so called 'democratic processes', nonetheless, the campaign, 
did result in the formation of an active and powerful lobby group in the Ballajura 
community. Parents were aware of the marginal nature of the Ballajura electorate and 
used this power to navigate the changing circumstances relating to provision of upper 
secondary schooling at BCC. In this example, I demonstrate how parents exercised their 
new-found power, to demand their right for the provision of upper secondary courses at 
BCC. 
Whilst it was alleged that the 'Ballajura community could decide on the type of 
education they want' and that they had in fact decided on a middle school that included 
year seven students and an upper secondary campus for year eleven and twelve students, 
by 1996 decisions relating to efficiencies became the dominant discourse. The rationale 
for not including upper secondary programmes was couched in terms of 'protecting the 
integrity of BCC's middle school': 
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Ballajura, through senior executive, Ballajura was 
identified as being an innovative school project and 
was seen as a project different from other schools. 
Warnbro had gone its own way in another direction 
with respect to its vision. Ballajura had clearly 
articulated its vision. Ballajura had clearly 
articulated its vision being middle schoo!. One of the 
issues that was raised in respect to taking it to year 11 
and 12 was the middle school issue and whether the 
concept of going to year 12 would impact negatively 
on Ballajura's attempts to be seen as an innovative 
middle school er concept. (EDWA S04) 
Here we see traces of the conflicting origins of the Ballajura Project. The interviewee 
fIrst suggests that '... through senior executive, Ballajura was identifIed as being an 
innovative school project and was seen as a project different from other schools' and then 
later that 'Ballajura had clearly articulated its vision being middle school'. Again there is 
a reassertion that the school community conceived Ballajura's middle school. Whilst this 
interviewee indicates that EDW A's primary concern was the protection of BCC's middle 
school, in real terms, the decision to provide for upper secondary students had major 
resourcing implications for the government. EDW A and the government were navigating 
the fme line between meeting previous commitments given to the BCC community, 
(,there is the opportunity for all sorts of things to happen') and enacting new policies 
about fIscal effIciencies through the Local Area Planning Policy. One of the interviewees 
for this study, suggested that 'part of the problem with Bee was we just didn't defme the 
boundaries clearly enough ... the community thought they could have what they wanted' 
(EDWA SO 2). 
In response to EDW A's changing position, parent representatives lobbied local 
politicians, The Minister for Education and the Director General. They argued that 
EDWA had reneged on its original commitment to provide a year 7-12 facility, and that 
they had been led to believe that they could 'decide on the type of education they think is 
appropriate for their kids' (see Appendix 2, p. 316). 
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Vignette 6-2 
I have been summons to a meeting with senior EDWA 
Officers and local secondary principals regarding the 
deliberations for the Bee upper secondary facilities. 
No parents or community members have been invited. 
The goal of the residential weekend is to map out the 
upper secondary alternatives for Bee in line with the 
new Local Area Planning Policy. I fmd myself in the 
invidious position of having to defend EDWA's 
decision to consider alternative options, knowing full 
well that the initial promise to the community was for 
a Senior High School at Bee. The parents whilst not 
invited, are fully aware of the possibility of EDWA 
changing the policy for Bee. They have lobbied their 
local parliamentary representative, written directly to 
the Minister for Education and senior EDWA Policy 
Officers. I have had a number of parents complaining 
to me, that as Principal of the school, I have let them 
down. There was a defmite sense from these parents 
that they felt that I was colluding with EDWA to 
change the original arrangements for the school. The 
massive growth in student numbers is also a major 
consideration. Demographic predictions indicate an 
expected population of two thousand students by the 
year 2000. I have prepared a position paper with two 
options, both of which include an upper school at 
Bee. However, I expect that there will be a battle to 
convince senior EDWA Officers that this is the best 
option for Bee, given the original promises made to 
the community. 
(Larsen, Personaljoumal, April 23rd, 1996) 
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The proposed changes resulted in high levels of tension and uncertainty, bargained 
compromises and political lobbying from the community, in order to enact their 'right' to 
exercise and test the boundaries of this new-found 'partnership'. Certainly, by 1996, there 
was no sense that the community 'could decide on the type of education they [thought] 
appropriate'. The school rationalisation policy which emphasised the need for schools to 
and districts to collaborate to ensure 'maximising the return on resources in a range of 
options' (EDWA Annual Report, 1994-1995: 94), resulted in reviews of the post 
compulsory options at BCC. After a protracted period of political lobbying, the Minister 
for Education visited the school in June 1996 and the presence of the press and with 
much fanfare formally announced to the parents that funding would be provided for the 
school to grow to a senior high schooL 
There is no doubt that the fact that Ballajura was a new electorate and the seat was 
being closely contested, that the community's lobbying was successfuL The critical point 
in this discussion is that far from 'deciding any type of education for their children' 
parents were lobbying for basic provision for upper secondary students within their own 
locality. At that stage the parents were not concerned about 'exciting and innovative' 
options. They simply wanted assurances that their children could continue on to year 11 
and 12 at the same campus, as had been originally advised by EDW A. 
Here we have an example of parents exercising political leverage to exert pressure 
on the government and EDW A. At this stage, the power relationships shifted. The 
parents as electors, were demanding that original promises regarding the provision of 
upper secondary courses be honoured. The excerpt below from one of the interviews 
illustrates how EDWA and the government interpreted this political pressure: 
I think that Ballajura school is fortunate in being able 
to, and I'm talking about the community here, 
negotiate with Government about the outcome for the 
buildings and resourcing for the year 11 and 12 
students at the school because the Ballajura seat was 
created for the last State election and is an extremely 
marginal one. 
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It's currently won ... the sitting member who is a 
Minister within the Government by a margin of 
something in the order of sixty votes, so in that 
situation Governments are prepared to move more 
closely to the will of the people and accommodate 
system requirements. 
And I think from that point of view gave the parent 
voice greater credibility with the Minister. And I think 
it was demonstrated in the flexibility by the 
Department and the Government. (EDWA SO 8) 
Here, the EDWA Officer defines the capitulation of 'the Department' and the government 
as 'flexibility' suggesting that the situation had been resolved through a process of 
'negotiation'. Given the political vulnerability associated with the Ballajura electorate the 
Bee community had substantial leverage in exercising their new-found power. 
Paradoxically, EDWA had mobilised the parents into a powerful force, and by 1996, 
parents and the community were well aware of their 'political clout' (APL 1) Pressure on 
EDWA and the government was all the more potent because of the political situation, and 
parents were aware of this. The point is that in relation to power, the electoral box 
exerted enormous pressure on the government. The real question is, would the 
government and EDW A be equally 'flexible' given a different political scenario? From 
the EDW A Officer above, it seems not. As Spooner, says, 'only when schools are sited in 
politically sensitive areas do public protests ever affect decisions' (Spooner, 1998 : 152). 
6.7 Conclusion 
In this chapter I have discussed the processes associated with 'mobilising bias' (Bachrach 
& Baratz, 1977) towards the decision to include year seven students within the middle 
school context at Bee. I have examined the intertextual relations between texts in order 
to indicate the gradual transformation of discourses towards a preferred outcome. It is 
clear from the data that EDWA had a preferred solution for the crowding problems in the 
Ballajura area, and that the decision to involve the parents in an 'innovative consultation 
process' was a strategy for winning support for radical policy changes in secondary 
schooling. There was a gradual transformation of discourses resulting in the reworking, 
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assimilation and articulation of existing EDW A policy texts into new texts. It is through 
the process of intertexuality that the orders of discourse were changed. The various 
branches of EDW A were constantly mediating innovation and change at BCC, knitting 
together ideological positions in order to navigate the political circumstances associated 
with the proposed policy changes. The State education bureaucracy worked closely with 
parents in order to mask social conflict and foster commitment to new meanings and 
signs for secondary schooling. Involving the parents and the community masked the 
ideological steering that was taking place. 
The data illustrates the difficulties associated with transforming an education 
system from a highly centralised system to a more devolved 'community focussed' 
system. The centre was clearly steering the process, albeit with a high degree of 
uncertainty and lack of strategic planning. However, the strong emphasis on local 
planning led the parents to initially believe that they 'could decide on the type of 
education they [thought] best for their kids'. In real terms, there was not an unbounded 
range of possibilities. Nor was there an unlimited range of resources. 
How then do we interpret the above policy processes? It would be easy to 
conclude that a bureaucracy that was adept at impression management and through a 
process of mobilisation, had duped the Ballajura Community. I would argue that such a 
conclusion would be simplistic. The evidence in this chapter suggests that EDW A 
cultivated allegiances with the community, winning consent and integrating community 
members into the decision making process was an important part of the strategy for 
change. There was a constant renegotiation of power as the policies were enacted at each 
of the different levels. As Ball says: 
Power is multiplicitous, overlain, interactive and 
complex, policy texts enter rather than simply change 
power relations: hence, again, the complexity of the 
relationship between policy intentions, texts, 
interpretations and reactions (Ball, 1994a:20). 
There is a wide range of evidence that suggests that EDWA was genuinely 
committed to exploring new opportunities for involving the community in local decision 
making. The discourse of 'community involvement' required that both EDW A and 
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community members negotiated new boundaries which inevitably resulted in 
contradictions and struggles at both the institutional and community levels. It was 
possible to trace the dynamics of the changes, particularly as the ideas of 'innovation' and 
'community participation' and 'middle schooling' gained currency. Over time, these new 
meanings were naturalised into the orders of discourse and producers and interpreters of 
texts rearticulated these new meanings in a 'seamless' (Fairclough, 1992 :97) way. As 
Fairclough (1992) suggests: 
(This) discursive rearticulation materializes an 
hegemonic project for the constitution of a new 
political base and agenda, itself a facet of the wider 
political project of restructuring the hegemony of the 
bloc centred upon the bourgeoisie in new economic 
and political conditions. 
(Fairclough, 1992 :93) 
At the same time, a number of other policy agendas were conflated with the notion of 
'innovation' and these were grafted onto the middle school 'solution'. Discourses 
associated with 'innovation' were conflated with the idea of 'special teachers and facilities' 
which paved the way for additional policy changes including a radical change to 
recruitment practices for principals and teachers and changes to the design of the school 
buildings. It is to these two policies that I now turn in Chapters seven and eight. 
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Chapter Seven 
The New Work Order - Influences and Impacts on BCC 
7.1 Introduction 
In this chapter I focus on the wider social and political influences relating to changes to 
employment practices, which had a significant impact on the establishment of Bee. I 
have adopted Gee's and his colleagues' title (Gee, Hull, & Lankshear, 1996) because it 
aptly reflects changes that were occurring within W A at the time of opening Bee. I have 
suggested earlier that EDWA and the Western Australian government were initiating 
policy changes in a range of areas which had the potential to radically change the 
organisation and operation of secondary education in W A. In line with these corporate 
shifts, the bureaucracy underwent a considerable restructure after the State election in 
1993 with the logic of free market and economic rationalism (Robertson, 1994) being 
juxtaposed with the rhetoric of 'choice', 'flexibility' and 'community participation'. 
At the time of opening Bee one of the most contentious new government policies 
related to changes to employment practices. These included the implementation of 
Workplace Agreements and collective bargains through Enterprise Agreements. The 
rationale for Workplace Agreements was to change the employment practices to allow 
'greater flexibility' for both employers and employees. The transformation of these 
policies for EDWA, resulted in the implementation of site-based merit selection of all 
staff at Bee and the introduction of conditional appointments (and for principals, salary 
increments), based on 'performance'. At the same time, EDWA embarked on a process of 
negotiating Workplace Agreements and Enterprise Bargaining, both alternative 
arrangements for negotiating conditions of employment and salaries, for principals, 
school leadership personnel and public servants within the education sector. 
This chapter addresses the contestations that arose at Bee from changes In 
employment practices. For analytic purposes, I have selected a range of texts which 
exemplify the diverse 'orders of discourse' (Fairclough, 1995 :38) which throw into 
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relief, the contestations that occurred. The analysis serves to demonstrate how the 
boundaries between and within discourses exemplify the wider social conflicts and 
struggles that occurred at the time of opening BCC. The chapter focuses specifically on 
how changes to employment practices at the State level impacted on the recruitment of 
the principal and teachers at BCC. I then examine how changes to employment practices 
impacted on the practical realisation of change and innovation at BCC. 
In the analysis below, I draw on a range of texts including the advertisement for 
the position of principal of BCC, newspaper articles and interview data. I argue that 
emerging recruitment policies were part of a wider EDW A policy strategy to rewrite the 
roles of Western Australian principals and teachers in order to strengthen control and 
surveillance under the restructuring agenda of devolution. The chapter has two sub-
sections that focus the analysis. The first change relates to the selection of the 
Foundation Principal of BCC under new conditions. The second section deals with 
introduction of site-based merit selection, an initiative introduced for the first time in WA 
with to the opening ofBCC. 
7.2 Recasting the School Principal's Role 
In February 1994, EDWA called for expressions of interest for the new principal 
positions for BCC and Wambro Community High Schools. The advertisement signalled 
two significant changes in recruitment practices for principals of government secondary 
schools in W A. Firstly, the positions were expressly advertised for the specific schools. 
Applicants were required to meet a standard list of nine criteria, and in a tenth, formulate 
a vision for the school. In the past, principals applied for promotion, nominating regions 
of W A, and listing schools in order of preference. Principals did not apply for specific 
schools, nor did the local community or district superintendent participate in their 
selection. Rather, a centralised selection process was undertaken, and principals were 
appointed to any school within a nominated region, on the basis of seniority and merit. 
The second major difference for appointments to the principals' positions at BCC 
and Warnbro was that they were conditional in three distinguishing ways. These related 
to limited tenure appointments, salary increases contingent on (satisfactory) performance 
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review and the requirement to commit to 'flexible' work arrangements. The conditions of 
service for the positions were provided to all applicants, and are listed below: 
Conditions of Service in this Position 
The appointee is accountable to the Superintendent for 
the effective operation of the school and for 
demonstrating that the school is operating according to 
Education Department policy. The school 
development plan provides the mechanism for 
reporting both to the Superintendent and to the School 
Based Decision Making Group. 
Limited Tenure Appointment 
Recommendations made in 1994 will be for a five year 
period from date of appointment, subject to 
satisfactory performance reviews. On completion of 
the limited tenure five year appointment, the original 
appointee will be eligible to apply for reappointment. 
If not reappointed, the original appointee will revert to 
the status held prior to the appointment. Appointees to 
the position, Community High School, will not be able 
to use their level status in seeking transfer, unless they 
already had this status prior to the appointment. 
Performance Review 
The appointee will be required to undertake a 
Performance Review. The review will be carried out 
by the Superintendent. Early in the first year of the 
appointment an agreed method of Performance 
Review will be negotiated between the Superintendent 
and the appointee. Any annual salary increments will 
be dependent upon a satisfactory Performance Review. 
Flexible Work Arrangements 
Staff of Community High Schools will need to adopt 
flexible working arrangements both within the school 
day and over the school year to reflect requirements 
such as the need for community contact. 
(EDWA, 1994a) 
The re-writing of the principal's position for BCC to incorporate new 'conditions' 
was built around concepts of 'self-management', 'flexibility' and 'performance'. The 
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principal was to be accountable to the District Superintendent for the 'effective operation 
of the school and for demonstrating that the school is(was) operating according to 
Education Department policy'. Under these conditions, the principal submits to 
performance reviews that determine salary increments, and in doing so, accepts a form of 
surveillance from the District Superintendent that had not previously been exercised in 
W A. More importantly, the District Superintendent was in the position of arbitrating 
salary increases contingent upon performance. 
Performance Review was to be 'undertaken' through an 'agreed method' which 
was to be 'negotiated between the Principal and the Superintendent'. Whilst on the one 
hand, the discourse of 'empowerment' (Gee & Lankshear, 1997 :84) is implied through 
this negotiated partnership of performance review, the real power lies in the changing 
emphasis towards self-control, and its link to conditions of reappointment. Principals of 
Bee and Warnbro agreed to engage in performance review within the context of the self-
management structure. That is, they agreed to 'place themselves under their own 
surveillance, ... (and to) control themselves not through 'external' discipline but by 
applying disciplinary techniques of confession and self-examination to themselves' 
(U sher & Edwards, 1994 : 51) and the superintendent. 
The surveillance is strengthened by the limited tenure of the appointment because 
this condition opened the way for EDWA to rescind the right to a principalship (and the 
effective 'demotion' to substantive positions held before the appointment1\ should 
performance be deemed 'unsatisfactory'. Site-specific, merit selection provided EDWA 
with the opportunity to select two new principals, neither of who had a traditional 
secondary school principal career trajectory. We were in fact, considered and treated as 
'outsiders' by some fellow secondary school principals, the SSTUWA and some EDW A 
Officers. The appointment of 'outsiders' meant that firstly, we were more likely to accept 
new conditions of appointments: 'we would be docile bodies and obedient souls' (Usher 
& Edwards, 1994 : 1 05). Secondly, appointment of 'outsiders' meant that the new 
conditions of appointment would be more readily accepted, given the competition for 
principals' positions. EDW A could embark on a strategy for re-writing the principal's 
14 Neither the principal ofWambro nor myself, held principal positions substantively. Our substantive 
positions were both considerably lower than that of principal. 
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role through a new management discourse that emphasised 'flexibility', 'accountability' 
and 'perfonnance' in the knowledge that we considered ourselves 'lucky' for having 
secured school leadership positions and thus, willing to comply with the changing 
conditions of the appointments. 
The quarantining of Community High Schools (BCC and Warnbro) from the 
broad category of secondary schools, and the restriction on transfer rights were also 
technologies of control, aimed at ensuring compliance and intensifying surveillance. The 
appointments to a specific school for limited tenn tenure set a precedent for future 
promotions to the principalship. New principals had no right to transfer and would not 
uphold their principal status unless their perfonnance was judged to be 'satisfactory', 
although there was no framework to define the criteria against which satisfactory 
perfonnance would be judged. 
The emphasis on 'flexibility' 'both within the school day and over the school year 
to reflect the requirements such as the need for community contact' imply a reorientation 
of the principal's role towards a market position. The community becomes a central 
concern and the 'flexibility' implies an agreement to commit (time) to the 'requirements' 
of community contact. The coupling of 'flexibility' with 'requirements' is not accidental. 
The introduction of the category 'Community Schools' signalled a cultural shift for 
EDWA. 'Community response' positioned Western Australian schools into a new 
trajectory of choice and markets. Principals were now required to respond to this new 
emphasis on the community. In fact, the BCC principal's position was shaped within this 
new discourse, as can be seen from the opening statement relating to the position 
description: 
Content and Scope of this Position 
An aim of the Education Department is to ensure that 
all students within its schools develop a community 
focus with skills and attitudes relevant to the 
community and individual needs. 
Community Schools 
Community schools represent an innovation in school 
structure and operation. It is intended that they will 
operate as an integral part of their communities, with 
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the encouragement of parent and community 
participation in decision-making concerning the 
curriculum, discipline and educational needs of the 
students. There is a commitment to provide all 
students with access to a quality education, regardless 
of educational or social background. 
Curriculum 
The curriculum is intended to be innovative in nature, 
offering a range of curriculum areas, which, in years 
11 and 12 will ultimately complement those offered by 
other secondary schools in the area. Consequently, it 
needs to be recognised at the outset that not all 
curriculum components are likely to be available at 
these schools and they may offer unique components 
complementing neighbouring schools. There is a 
further commitment to the provision of innovative 
teaching styles which encourage student-centred 
learning, and which are geared towards the 
development of students as whole-of-life learners. 
Consequently, there is a need for curriculum designs 
which encourage students to progress at their own 
pace. The design of the schools takes into account the 
high demand for access to relevant information 
technology in education. 
School Organisation and Management 
The schools will provide educational facilities which 
are in keeping with the needs of the wider community. 
There is scope for alternative modes of curriculum 
delivery and flexibility in the hours of operation of the 
school. There is also the potential for alternative 
organisational and timetable delivery structures within 
the school. No specific commitment has been made in 
the planning stages to structuring the school on a 
faculty basis. Teachers and school administrators will 
be expected to address a range of curriculum areas as 
well as the pastoral needs of the students. 
Background information for Principals' Positions -
Ballajura and Warnbro Community High Schools. 
(EDWA,1994a) 
Two different emphases of 'community' are indicated in the position description. 
In the second paragraph, under 'Community Schools', the community is clearly implicated 
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under a governance discourse. 'Parent and community participation in decision making 
concerning the curriculum, discipline and educational needs of the students' suggests an 
expanded role for parents at BCC. The emphasis on 'being accountable to the 
Superintendent and the School Based Decision Making Group' sharpens the focus for 
control and surveillance of the principal and teachers by parents and members of the 
community. The expanded level of control by parents was also strengthened through the 
inclusion of a parent representative on the principal selection panel. This was the fIrst 
time in the history of EDWA that parents were included in the selection of the school 
principal. Clearly, EDWA was using new Community High Schools to introduce reforms 
that broadened the scope for parent and community input (and control) into schools. As 
Usher and Edwards suggest: 
Parents are deployed to observe and judge schools 
although their actual presence is irrelevant to the 
pressures felt by the schools themselves. In panoptic 
fashion, they must act as though the parents are 
observing and judging them whether or not they are. 
In this sense, disciplinary power is not simply 
exercised through modem institutions but also over 
them, particularly when they are not seen to be 
effective in their role as disciplinary institutions. 
(Usher & Edwards, 1994 : 114) 
The second change indicated within the position description in relationship to 'the 
wider community' is the expanded role that the school was to have, with respect to the 
provision of facilities. As we will see in chapter eight, this focus had a major impact on 
the design and imagined use of BCC buildings. It is clear from the description above that 
EDWA expected that staff at BCC would work within a broader educational fIeld. Not 
only were students to be provided with 'access to a quality education' but staff at BCC 
were also required to provide for the 'needs' of the wider community. The inclusion of 
this condition (in the fIrst sentence of paragraph 4 under the heading School Organisation 
and Management) indicates that the 'needs' of the wider community were to be 
fundamental concerns for BCC. The linking of the fIrst sentence with the second, relating 
to 'alternative modes of curriculum delivery and flexibility in the hours of operation of 
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the school' implied an expanded role (and longer working hours?) for the principal and 
teachers. Just what 'the needs of the wider community' were, was not clearly articulated 
in the advertisement. There was however, a clear agenda for BCC to provide more than 
just sporting and recreational facilities to the broader community. 
The recasting of the role of the principal defined a new school management 
discourse within WA. The linking of changes with 'merit-selection', performance 
management and flexibility resulted in the introduction of a new form of 'moral 
technology' (Ball, cited in Usher and Edwards, 1994: 112). The discourse of educational 
management now more closely reflected the cultural and values shifts occurring in the 
more general reforms of the government of W A relating to workplace flexibility, 
utilisation of capital resources and accountability. These changes were vehemently 
resisted by the SSTUWA, and they immediately instigated formal action to reverse the 
Principal appointments to BCC and Warnbro CHS. 
7.2.1 SSTUWA Response to the Changing Conditions of Employment 
As I suggested in earlier chapters, having successfully won the position, and taken up the 
principalship in the first week of July, 1994, the BCC Think Tank set about devising a 
strategic plan for the establishment of the school. At the same time, the SSTUW A was 
pursuing actions in the Government School Teachers' Tribunal (hereafter the Tribunal) 
against the conditions of the BCC principal's appointment. The SSTUWA was arguing 
for the continuation of existing conditions for Level Six (the most senior classification) 
principal appointments. They were strongly opposed to performance reviews linked with 
salary and renewal of tenure, and the restriction on transfer on completion of the five-
year tenure, and lodged an appeal to the Tribunal. The appeal, if successful, had the 
potential to force EDWA to re-advertise the positions, should the Tribunal deem the 
conditions 'unfair'. For EDWA, changing the conditions for new principals at BCC and 
Wambro was a strategy for 'testing the water' for change. For the SSTUWA, it was an 
attack on the existing conditions for principals and teachers, and the Union's positioning 
within the educational arena. The comment below from one of EDWA's officers, 
suggests that the risk of an industrial challenge to proposed changes was not of concern: 
Sometimes you need a test case to break the barriers 
down and make a change. I think I have no, ... while 
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it's frustrating and time-consuming, and so on, I have 
no misgivings. ..... It doesn't concern me if having 
made a decision and then there's a disagreement 
about it. If someone wants to take the issue to the 
Commission to be resolved, I don't mind that, because 
then the boundaries are drawn. (EDWA POI) 
The EDWA officer's comments indicate that there was an understanding that a 
number of the initiatives being introduced at BCC, including changing the conditions of 
employment for principals, could result in Union opposition. His suggestion that 'while 
it's frustrating and time-consuming ... I have no misgivings' indicates that EDW A saw 
the opening of BCC and Warnbro as an opportunity to introduce major changes to the 
principal's role. Appeals through the Tribunal or the Western Australian Industrial 
Relations Commission (IRC), whether planned or unplanned, were part of process of 
negotiating new policy directions at the State level. 
The SSTUWA lodged an appeal in the Tribunal in November, 1994, some four 
months after the initial appointment of the principal of BCC. The central tenet of the 
appeal is indicated below: 
The State School Teachers Union of W.A. (Inc.) ('the 
SSTU) is in-dispute with the Minister of Education 
('the respondent') over a decision to appoint persons to 
positions designated 'Foundation Principals' at two 
new schools scheduled to open in 1995. 
The schools are Warnbro Community School and 
Ballajura Community School15. 
The SSTU claims that action of the respondent with 
respect to the positions is unfair in that the conditions 
to apply to these positions in terms of selection 
criteria, selection processes and conditions of 
employment such as tenure and transfer rights are 
discriminatory and inferior to the conditions of 
employment and rights applying to other Principals 
employed by the respondent. 
15 The name of Balla jura Community High School was later changed to Ballajura Community College 
(BCC). 
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The SSTU seeks an order from the Government 
School Teachers Tribunal that the respondent's 
decision be overturned and that the filling of these 
positions be subject to the same processes and 
conditions as apply elsewhere within the Education 
Department. 
The respondent denies that it has acted unfairly, 
objects to the issue of the order sought and seeks an 
order for dismissal of the claim. 
(Western Australian Industrial Relations Commission 
Before the Full Bench - 17 March, 1995) 
There are two salient points relating to this appeal. The first is, that the 
SSTUW A, whilst disputing the conditions of principal appointments at BCC and 
Wambro as 'unfair', 'discriminatory' and 'inferior', made no attempt to engage the new 
principals in any way, despite the fact that both were union members. The new principals 
were not encouraged to lodge appeals, or present individual documentation to support the 
case for equal conditions. Whilst the conditions of transfer were being called into 
question, it was evident from the appeal document, that the SSTUWA had a broader 
political agenda. They were in fact, seeking to have the appointments overturned in full, 
urging that the positions be filled 'using the same processes used elsewhere within the 
Education Department' (Western Australian Industrial Relations Commission, 17th 
March, 1995). 'Unfair', 'discriminating' and 'inferior' related not to concerns for the 
successful applicants, but rather, unsuccessful applicants, or indeed, those prospective 
applicants who chose not to apply because of the changes to conditions and the selection 
process. 
The second point of importance is that EDWA was also clearly focussed on a 
broader policy agenda, beyond BCC and Warnbro schools. They were 'testing the 
boundaries' (interviewee EDWA POI) on performance-related pay and tenured 
appointments to specific school sites, with no right to transfer to another school at the 
end of the tenured period. In the event that the principalships for the two new schools 
were overturned, the consequences for EDW A, the two school communities and 
incumbents would have been dire. 
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The outcome of the appeal resulted in the Tribunal finding that there was no 
reasonable case against EDWA with respect to the limited tenure of the principal 
positions, the additional selection criteria included in the job description, or annual 
performance reviews. However, on the question of transfer rights, the Chairperson of the 
Tribunal said: 
"Put simply, if the appointees to the posItIOns of 
Foundation Principal have sufficiently meritoriously 
discharged the duties of a Level 6 Principal for some 
five years, on what meritorious basis could the 
employer justify a reversion of status for such an 
employee? It may be that experience suggests that 
appointees to limited tenure positions, in fact, largely 
do not "revert" because of other opportunities which 
may arise. But, this prospect should not be accepted 
as a sufficient reason which could outweigh the case 
made out than an inequity exists for these appointees." 
(Western Australian Industrial Relations Commission, 
17th March, 1995: 1) 
The Tribunal made the order 'that the respondent (EDWA) accord no less than the same 
transfer rights to 'Foundation Principal' at the completion of a limited tenure appointment 
as apply to any other person appointed substantively to a comparable position' (ibid.). 
There was no instruction from the Tribunal to readvertise the Foundation Principal 
positions. 
In response to the Tribunal decision of 9th November, 1994, EDWA lodged an 
appeal to the Full Bench of the Western Australian Industrial Relations Commission, 
(IRC) in February 1994. Despite having fully committed to the position of Foundation 
Principal at BCC, and taken up the post in the first week of July, the SSTUW A's action in 
the Tribunal had a significant impact on the process of establishing the school. EDW A 
Officers advised that there was a possibility that if EDWA lost the Appeal, the Principals' 
positions for BCC and Wambro may need to be re-advertised, with traditional conditions 
and entitlements. There was no guarantee that the original principals' appointments would 
be upheld should a second selection process take place. 
Vignette 7-1 
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Whilst at one level, I have taken the pragmatic view that if we 
. lose our appointments I can commence my studies in London 
earlier, it is difficult to sustain the high levels of energy and 
enthusiasm required for the position, with such uncertainty. 
There is a particular difficulty with the community. I am 
constantly uncertain whether I should confide that the position 
of principal is uncertain, and that perhaps a replacement 
appointee will be made in the weeks or months to come. I am 
visiting local primary schools, speaking to community and 
parent groups and of course the students. It is a constant 
balancing act because there are so many unknowns. An 
additional worry is that I am recruiting staff under the same 
conditions of tenure as those of my own position, in the full 
knowledge that these conditions are being contested in the 
Tribunal. In the end, I can only focus on the strategic plan we 
have developed, otherwise we won't be ready for the 600 plus 
students on the first day. 
EDWA Senior Officers approached X (my Warnbro 
colleague) and me suggesting that there was one way out, and 
that was to sign an Individual Workplace Agreement with 
EDWA. 
(Larsen, Personal journal, September 17, 1994) 
7.2.2 EDWA's Solution - Signing Individual Workplace Agreements 
In 1993 Workplace Agreements Legislation was enacted in W A by the State Government. 
As a background to the following discussion regarding the implications of signing a 
Workplace Agreement, I digress slightly, to discuss the following summary provided by 
the State Department of Productivity and Labour Relations in a booklet which 'explained' 
the legislation. I have included 'the explanation' for two reasons. The first is to indicate 
the radical shifts that were occurring in W A Industrial Relations at the time of opening 
BCC. These changes were to result in unprecedented industrial action by teachers in 
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1995, the opening year for BCC. The second reason is to provide background to the 
implications of my signing a workplace agreement, in order to secure the position of 
Foundation Principal. 
Figure 7-1: Features ofWA Government Workplace Agreements in 1994 
FEATURES OF WORKPLACE AGREEMENTS 
1. *Flexibility. The only limits to what you can provide for in a workplace agreement are your own 
imagination and what the parties can agree on. 
2. *Don't have to convince a 3rd party. Once you have agreed at the workplace all you do is file the 
agreement - it doesn't require approval from unions or tribunals. 
3. *Our part is simply to be satisfied that the parties have genuinely agreed - we have no say in what the 
parties have agreed on. 
4. *Own arbitration system keeps disputes in house. All agreements must have a dispute settling 
procedure. This tends to keep problems in-house and avoids time consuming tribunal or court 
hearings. There is no external arbitration system which tells you what you should or should not have 
in your agreement. 
5. *Select agents on merit. Unions do not have an automatic or exclusive right to represent employees 
as they do under the existing award system. Under the workplace agreements system employees or 
employers may choose a bargaining agent, and that can be anyone, including a union. The difference 
is that the parties choose who they think can best help them. 
6. *Can be written by the parties. Many awards are too complicated because they are written by 
Industrial relations "experts" to try and cover every situation at every workplace. Workplace 
agreements are written by the people who have to apply them and deal only with one particular 
workplace! Yours. 
7. *Minimal bureaucracy. The Commissioner must be satisfied the agreement is understood by the 
parties, that nobody was forced to sign and that people genuinely Want the agreement. That is done 
through a visit within 2 weeks of you filing the agreement. If the agreement is an individual one, it 
applies from the moment it is signed so there is no delay in its operation. 
8. *Simplicity and plain language. Agreements can be written by you and your employees, in your 
own language and expressions, because you are the only people who have to understand and apply it. 
9. *Fewer classifications. With cross training and multi-skilling, several jobs can be rolled into one. 
That means fewer classifications and pay rates. 
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10. *Sharing in cost saving. There are many types of employee participation schemes. One company 
compares the outgoing costs from year to year and gives half of the improvements each year to 
employees as a bonus. Another employer has a scheme like a frequent flyer scheme where employees 
gain and lose credits towards some particular incentive or a pay rise depending on profit levels. 
11. *"Cashing up" the rate. Many employers have dispensed with overtime, shift and weekend 
penalties by improving the existing rate and paying that rate whenever work is done no matter on what 
day or at what time. 
12. *References to awards. Some workplace agreements import clauses or parts of existing awards 
while others modify or replace existing awards entirely. 
13. * Annualised or monthly hours. Some agreements provide for an average of 160 hours per month or 
for annual hours with a degree of flexibility as to when those hours will be worked. 
14. *Monthly pays. Many agreements have changed employees from weekly to monthly pays 
15. *No Fees. There are NO FEES, costs or Government charges for using the workplace agreements 
system, or for any part of the service we provide. 
(JV estern Australian Department of Productivity and Labour Relations, 1994: 2) 
Not surprisingly, given the authors of 'the explanation', the text is clearly written 
to represent workplace agreements in a favourable light. The visual arrangement, with 
stars at the beginning of each new point and the second person address to 'you' is 
representative of conversational style. The reference to 'simplicity and plain language' 
(9) is reflected in the modality of the text, with the geme strongly reflecting that of an 
advertisement aimed at 'telling and selling' (Fairclough, 1992 : 115). 
The promotion of workplace agreements is achieved by positioning the employee 
as the person in control: 'The only limits to what you can provide for in a workplace 
agreement are your own imagination and what the parties can agree on' (1). Unlike the 
Teachers Award, where conditions of employment are clearly stipulated under sub-
headings, and which carry legislative authority, the rhetoric of Workplace Agreements 
suggested 'unlimited flexibility' for employees. 
There is clearly however, an underlying ideological attack on unions, and existing 
Awards: 'it (workplace agreement) doesn't require approval from unions or tribunals' (3), 
'This tends to keep problems in-house and avoids time consuming tribunal or court 
hearings' (4), and (M)any awards are too complicated because they are written by 
industrial relations "experts" to try and cover every situation at every workplace (6). The 
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introduction of generic work categories (9), the change of payment for overtime (11), the 
linking of productivity with pay (10) and the specification of monthly and/or annual 
hours were all radical changes in W A's industrial relations history. 
7.2.3 SSTUWA Response to Workplace Agreement Legislation 
Whilst the legislative framework indicated that unions could act as agents within the 
negotiations of Workplace Agreements, the legislation was designed to 'write out' Unions 
as automatic participants in negotiations for salaries and conditions. As interview data 
with the president of the SSTUW A suggests, this was seen as a government strategy to 
diminish the role that unions would play in future negotiations: 
R: 
Now at that time of Warnbro and Ballajura we were 
under the greatest threat for the Union that we've ever 
been under. 
You know, the Government not only wanted to not 
have anything to do with us, they were looking for 
every way and means to either marginalise us totally, 
or even deregister us. 
Um, they wanted teachers on contract. Um, they 
wanted um, local selection of staff, where the principal 
was chOOSing staff and so on. Well that was seen as a 
whole threat to the promotion and transfer system with 
no negotiation. 
So the whole series of government, of political factors 
that were impinging on people where people were 
saying well these people are not really interested in 
reform. 
They're interested in economic rationalism. They're 
interested in devolution at the most rapid rate they 
most possibly can and to remove government 
responsibility away from education. 
Well, we had no alternative but to come out and fight 
that. 
JL: Yeah 
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R: But it was unfortunate that Ballajura and 
Warnbro were occurring at that particular time. 
(SSTUWA 1) 
Until the change in government in 1993, the SSTUWA had a positive working 
relationship with EDW A and were involved in consultative committees and working 
parties as part of policy changes. At the time of the change of government, things 
changed dramatically for the Union. The modus operandi was to be significantly 
different, with the Union being viewed, not as a major participant in the change agenda, 
but rather as another 'stakeholder'. From the point of view of the Union, this change had 
radical implications for the changes that were being initiated at Bee and was viewed as a 
dramatic change to the way business had previously been carried out by EDW A: 
Certainly it (the opening of BCC) came at a time 
... when the Conservative Government was elected that 
ah the push was on, to totally exclude the Union from 
all decision making and all committees that 
historically had occurred. ... 
And while, when we protested, the Government's view 
was that we were only just another stakeholder and 
once the decisions had been made ah ... then the 
Union would be consulted and those considerations 
mayor may not be taken notice of It was a totally 
different way of doing business than what we'd done in 
the past. 
(SSTUWA 1) 
For the SSTUW A, Bee represented a challenge to established traditions. The 
implementation of a new recruitment policy without consultation and prior approval from 
the Union reflected many of the changes occurring within the wider political arena. 
Ministers from other government departments were pursuing more tightly controlled 
reform agendas without prior consultation with unions. These changes had been reflected 
in local press reports, including The Western Teacher, the SSTUW A monthly newspaper, 
with headlines such as 'Industry canes (Ministers) Moore and Hill over total lack of 
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consultation' (SSTUWA, 1994 (September) :2). The SSTUWA's opposition to BCC was 
cast as a fight for survival. 
7.2.4 Ideological Dilemmas 
Vignette 7-2 
I have just returned from the meeting with EDWA Senior 
Officers, regarding the signing of the Workplace Agreement in 
order to halt the SSTUWA action in the Industrial Relations 
Commission. Whilst at one level it would be an enormous 
relief to know that my position as Principal of BCC is secure, I 
cannot accept the ideology of Workplace Agreements. This is 
a huge dilemma for me. I am both senior employee of EDW A 
and a member of the SSTUW A. 
The meeting with five Senior Officers, including a Senior 
Industrial Relations Officers was stressful, to say the least, not 
because we were in any way intimidated but because I was on 
unfamiliar territory. We (my counterpart from Warnbro and a 
senior secondary principal who attended at our invitation as a 
support) sat opposite the five EDWA Officers. We were given 
some background about the rationale for proposing a 
Workplace Agreement - principally to reduce the opportunity 
for the 'derailing of our positions' and to halt the action in the 
IRC. The discussion centred on fmding a solution to the 
'problem'. A suggestion was made by one EDWA Officer that 
we enter into a 'holding pattern Workplace Agreement', (I'm 
not sure what this is, and haven't ever heard of this before) 
which would incorporate the three major changes to standard 
secondary school principals' appointments. After lengthy 
discussions, we were given the following three options: a) wait 
for a decision and 'take your chances', b) enter into a 'holding 
pattern Workplace Agreement or c) 'trailblaze' a Workplace 
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Agreement. EDW A Officers gave us an undertaking that they 
would provide us with a 'Draft' Workplace Agreement by the 
weekend. 
We (my colleagues and I) left the meeting with an 
agreement that we would consider the options and await the 
arrival of the Draft Workplace Agreement. 
There are a number of difficulties with the decision. At this 
stage, the question is, would I sign the Workplace Agreement if 
the remuneration was sizeable? My ideological dilemmas also 
centre on my impatience with EDW A at the apparent lack of 
planning in the lead up to these changes. Despite being in the 
position for four months, my status is still uncertain. I will 
await the delivery of the Workplace Agreement. 
(Larsen Journal Entry: 25th October, 1994) 
The proposal from EDW A that the new principals sign a workplace agreement to 
secure their positions at BCC and Wambro Community High School, typifies the 
ideological dilemmas (Billig et aI., 1988) and the controlling forces that impacted on me 
as newly appointed principal of BCC. As a new principal I was keen to demonstrate that 
I was 'capable' and 'committed'. I had been firmly enculturated into the discourse of 
'effective and efficient' management and recognised that the disruption to the principal's 
position would have a major impact on the establishment of the school. Clearly, the 
wording of the options 'wait for a decision and take your chances' (of losing the position), 
b) enter into a 'holding pattern' Workplace Agreement or c) 'trailblaze' a Workplace 
Agreement, indicated a preference by EDWA Officers to sign the Workplace Agreement. 
'Trailblazing' has all the connotations of innovation16: BCC was an innovative school, I 
was an innovative principal and 'trailblazing' a workplace agreement was an innovative 
16 The Concise Oxford Dictionary (CD-Rom, ) suggests that a 'trailblazer' 'is a person who marks a new 
track through wild country, a pioneer, an innovator'. 
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solution. Whilst there was no direct coercion, the subtlety of the power of the argument is 
evident. As Foucault says: 
What makes power hold good, what makes it 
accepted, is simply the fact that it doesn't only weigh 
on us as a force that says no, but that it traverses and 
produces things, it induces pleasure, forms knowledge, 
produces discourse. It needs to be considered as a 
productive network which runs through the whole 
social body. 
(Foucault, in Rabinow, 1986 :61) 
I received the Draft Workplace Agreement from EDW A several days after the 
meeting. Unlike the Features of Workplace Agreements, it was highly formal, and 
contained no additional entitlements. All original advertised conditions were written into 
the agreement. I decided to decline the offer and live with the uncertainty of losing the 
principal's position. 
The outcome of the IRC hearing resulted in the upholding of transfer rights, as 
conferred by the Tribunal. The terms and conditions for transfer for the Ballajura and 
Warnbro principal positions were to be those which were standard entitlements to all 
government secondary school, level six principals. 
For EDWA, the strategy to change the conditions of employment of principals 
without the approval of the SSTUWA was a 'test case'. Clearly, the agenda was far 
greater than the issue at hand. EDWA and the government were indicating to the 
SSTUWA that there was a new way of doing business, in relationship to changing 
teachers' and principals' pay and conditions. This new relationship involved the recasting 
of the union out of the process of industrial negotiations. The fact that it could 
potentially (and did) lead to industrial disagreement was obviously a calculated risk. In 
the words of the EDW A Officer interviewed for this study, the strategy was used to 
'break the barriers down' and 'draw the boundaries for change' (EDWA POI). Changing 
policy in this context gave rise to contestations, beyond closed doors. Formal appeals in 
the Tribunal and the IRC were public conflicts requiring arbitration at the highest levels. 
Within the 'Context of influence' (Bowe et aI., 1992 :284) contestations arose within and 
around the bureaucracy, and within and around the legislative process. 
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Vignette 7-3 
Reading through the IRe Report I have mixed feelings 
relating to the outcome. It is interesting to witness the 
political machinations associated with our appointments, and 
particularly to read the evidence presented by EDW A 
Officers to the Tribunal, in defence of the advertised 
conditions (5 year contract, and no right to transfer to 
equivalent schools). Whilst fully aware of the conditions 
relating to non-transfer rights as part of the principal's 
position at Bee when I applied for the position, the issue of 
inequity, as described within the IRe Report, and the various 
defences proposed by EDWA representatives are telling. It is 
only now that I realise the full implications of the conditions 
of my appointment and the vulnerable situation I could have 
been in, had I signed the Workplace Agreement. 
(Larsen, Personal journal, 18 March, 1995) 
In analysing the data, it is only 'from a distance' that the processes of redefining 
the principal's role at Bee can really be understood. The paradox is that the discourses 
of 'flexibility', 'performance' and 'self-management' were infused into the role of the 
principal. Power and control did not operate in a coercive way. I was a knowing and 
willing applicant for the role of principal, and as I said in chapter one, excited by the 
possibilities that the role would offer. I was also fully supportive of many of the 
initiatives EDW A was suggesting for Bee. My own biographical history orientated me 
towards change and within the context of the new position, improving education for 
young adolescents. What is clear from the analysis is that I was both an 'active knowing 
subject and an object being acted upon' (Usher & Edwards, 1994 :94) within the changing 
educational management discourses of W A. As a new principal, I was bound up in the 
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emerging discourses, simultaneously navigating the tensions arising from the 
contestations occurring in the broader educational and political arenas. 
In the next section, I discuss the introduction of school-based merit selection at 
BCC. The analysis demonstrates that the recasting of the principal's role for BCC 
dramatically changed the relationship between principals and teachers in W A. For the 
fIrst time in W A government schools, principals were the employers of teachers. In the 
analysis I demonstrate that the implementation of this policy resulted in a range of 
contestations, which arose from competing interests and ideologies. I also suggest that 
whilst EDWA had an over-riding interest in school-based staff selection, the 
implementation of the policy was undertaken within an arena of uncertainty and 'ad 
hocery' (Ball, 1994a). 
7.3 Site-:Based Merit Selection of Staff at Bee 
The opening ofBCC and Warnbro CHS heralded a new period for EDWA with respect to 
school staff appointments. In this section I provide an analysis of the formulation and 
implementation of policy relating to the recruitment of staff for BCC. I argue that whilst 
EDWA had a strong agenda for change, and situated this agenda within a discourse of 
educational innovation, the policy was in fact linked to expanding the control and 
surveillance mechanisms for teachers in W A. I also argue that the newly defIned role of 
principal under the discourse of self-management, had direct influence on the reshaping 
of teachers' roles at BCC, and ultimately, within W A. 
In The Education Circular of September 1994, EDWA called for Expressions of 
Interest from teachers to be 'merit selected' for teaching appointments in nine primary and 
secondary schools. Six of the nine schools, including BCC were new schools, scheduled 
to open for the 1995 school year. The Flexibility in Schooling Project was the vehicle 
through which the changes to teacher recruitment would occur. The advertisement was 
signifIcant, in that it was the fIrst public statement by EDW A, of the intention to proceed 
with 'merit selection' of teachers. 
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Figure 7-2: Seeking Expressions of Interest for Teaching Positions in EDWA's 1995 
Flexibility in Schooling Project 
Expression of Interest 
1. Flexibility in Schooling Project Selected School Transfer 
1995 - Teaching Positions 
2. Under the Flexibility in Schooling Project (FISP) the 
following schools have negotiated that teacher vacancies for 
the 1995 school year will be on the basis of merit selection by 
the individual school. 
3. The process applied by schools will conform to the Equal 
Employment Opportunity Act. 
4. Expressions of interest are called for any teaching positions 
which may occur at the following schools: 
5. Ballajura CHS* Bridgetown HS Halls Head PS* Kinross 
PS* KooranaPS Merriwa PS* Sawyers Valley PS* Warnbro 
CHS* Withers PS *New School 1995 A school initiated 
teacher selection process will: 
6. enable schools to develop selection criteria appropriate to 
the particular vacancy. 
7. enable increased flexibility for individual schools to apply 
the "merit selection" process so as to attract teachers who can 
demonstrate a commitment to that school's needs and purpose. 
8. enable a better match between the programs delivered by 
the school and the skills required of the individual teacher. 
(EDWA,1994b:8) 
In analysing the text, there are a number of points that can be made. In the first 
instance, the layout and presentation of the article is important. It is structured in a 
relatively unimposing format, with the only bold print, being that of the title and the 
framing. The margins are uneven, the print cluttered and the format untidy. For 
example, the flow on from the list of schools (5) to 'A school initiated ... ' has no visual or 
grammatical separation. 
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The call for Expression of Interest suggests that the initiative for merit selection 
has been instigated by the listed schools - 'the following schools have negotiated' (2) 
and 'A school initiated teacher selection process ... ' (5). Whether the structuring of the 
advertisement intentionally placed 'schools' (Principals) at the forefront of the change in 
order to deflect attention away from EDWA or not, is difficult to ascertain. What is 
evident however, is the absence of any mention of teachers other than in (7). In this 
context, teachers are linked to those 'who can demonstrate a commitment to that school's 
needs and purposes'. Teachers are implied, in the nominalised 'teacher vacancies' (2), 
however in the remainder of the advertisement, the emphasis is on what merit selection 
will do for 'schools'. What the advertisement points to, is the newly ascribed power and 
control given to principals under the new selection process. Whilst 'schools' are 
implicated as the vehicle through which selection criteria will be developed (6), and 
'increased flexibility' to be achieved (7) 'for a better match between programs delivered' 
(8), the key responsibility for undertaking merit selection, was to rest entirely with the 
principal. For the first time in WA, teachers were required to 'demonstrate a 
commitment' to the school (principal), in order to be considered for appointment. 
EDW A was using the FISP, a national project, previously negotiated with the 
SSTUW A, to change the relationship between teachers and principals in W A. Teachers 
would have to 'apply' for positions and 'demonstrate' particular skills, including a 
'commitment' to the school, in order to be considered for appointment. Whilst the 
SSTUW A originally agreed to the implementation of the FISP the project was never 
advertised nor intended as the vehicle for changing the employment practices for 
teachers. 
Like the merit selection of the principal of Bee, the merit selection of teachers 
was a radical policy change. Teachers had previously been appointed to schools 
throughout the State through a centralised process that was not contingent on 
demonstrations of ability, or demonstrations of commitment to a particular school. At 
Bee, the principal was to have the power to select staff on merit, and to use the selection 
process as a technology of control. Ongoing 'performance management', would be used 
to 'discipline' teachers in the same way that superintendents were to 'discipline' principals. 
Teachers were initially appointed to Bee for two years with an option of reapplying for 
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their positions at the end of the two-year period. In the event that teachers were 
considered unsuitable for 'the school', then contracts would be 'reviewed' and perhaps, 
'not renewed'. As Ball (1994a), suggests, '(T)he manager's autonomy becomes the 
teacher's constraint' (p.62). 
The location of this advertisement, on page eight of the Education Circular, and 
its unimposing format could well have been motivated by an awareness by EDWA that 
the initiative would result in a huge backlash from the SSTUW A. It was a necessary 
process, but not one that was going to be announced with large headlines and front page 
positioning. 
7.3.1 The SSTUWA's Reaction to Site Based Merit Selection of Teachers 
The SSTUW A responded immediately to the Expression of Interest advertisement in its 
monthly newspaper, with an article appearing on page two, from the President. This 
article, (I will refer to it as 'The Demise article') (see Appendix 6, p. 321) appeared in the 
September, 1994 edition of the SSTUWA newspaper, The Western Teacher. The article 
illustrates the strong opposition from the SSTW A to the proposed changes to staffing 
procedures in Western Australian government schools. The layout and location (on the 
second page) of the article signal its importance. The article is framed in bold continuous 
border, and has the title 'FROM The President, Brian Lindberg THE DEMISE OF 
PERMANENCY, PROMOTION AND TRANSFER'. The compositional structure of the 
article has a number of framed parts, each of which influences the reading. The 
photograph of the president ill the top left-hand comer is framed with the words 'Act One' 
written below. This article signalled the beginning of the longest and most disruptive 
industrial action in the history of Western Australian education, which extended for all of 
1995, the first year of operation for BCC. 
In the top right hand comer, framed in a lighter bold border, and directly below 
the headlines, is a copy of the advertisement for Expressions of Interest from teachers 
from EDWA's monthly magazine, 'Education Circular'. The framing serves to disconnect 
(Kress and Van Leeuwen, 1990) 'The President' from 'the Department'. Kress (1994b :41) 
suggests that the position of components of newspaper articles serve different semiotic 
functions and carry different status. Left-most position carries the meaning of 
'established', 'uncontentious', 'known', 'taken for granted'" (Kress, ibid.). Right-most 
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positioning carries the meaning of 'the new'. The positioning of 'the Department' on the 
right signals 'the new way' for recruitment of teachers in W A. 
The photograph of the President on the top left-hand comer 'addresses teachers'; 
he is looking directly at the camera and smiling: asking teachers to enter into a 
'conversation' with him (Kress & van Leeuwen, 1996 : 123). The article is written in first 
person, and the President 'talks' to teachers, and later to Mr Black, the Chief Executive 
Officer of EDW A and to the Education Minister, Mr. Moore. The article contains a 
number of narratives which link to the non-narrative sections, (Fairclough, 1999) which 
argue that local selection of teachers will lead to 'The Demise of Permanency, Promotion 
and Transfer' in the State education system. 
The President begins by outlining the context and details of his recent request to 
the Australian Education Union Federal Executive for the withdrawal of funding for 
W A's Flexibility in Schooling Project. His suggestion was that EDWA was 'misusing a 
Federal Government initiative to fundamentally undermine teacher and administration 
working conditions' through the implementation of local staff selection. Throughout the 
article, Brian Lindberg enlists the support of fellow union members to oppose local 
selection, through carefully constructed and selected narratives. These are interspersed 
with negative assertions (Demise, undermine, Despite these talks, not only was the 
Department proceeding, the Education Department is not prepared to wait, create 
further disruption and disharmony,) in order to take issue with EDWA and to establish 
an adversarial position. 
The President used the collective pronoun 'we' seven times, to establish solidarity: 
Yet again we will use the Industrial Relations Commission, it is especially repugnant as 
we were all promised by the Minister, let me tell you we don 't want it, we do not expect to 
be treated .... Solidarity is further strengthened through direct address to 'members', on 
two occasions. The first is when he states 'Members, this is nothing but devolution via 
the backdoor. It is especially repugnant as we were all promised by the Minister that 
there would be no further devolution until the Hoffman Committee has reported'. The 
second direct address to 'members' is in the final paragraph, where the President makes 
the claim: 'Members, please keep yourselves fully informed of the above matters, discuss 
the issues at your branch meetings and what action you will be prepared to support'. 
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The president argues that the SSTUWA has repeatedly tried negotiating with 
EDW A, in fact 'insisted on urgent talks with the Department' and yet, '(D)espite these 
talks the Department ignored the Union's request for a negotiated and agreed position'. 
An adversarial position is strengthened by the use of military metaphors. The military 
metaphor, used in the paragraph relating to the fIrst meeting in July, in which the 
President recounts his proposal that the 'SSTUWA would blow any such proposal out of 
the water' is later echoed in the expectations held of the Director General 'to fight for the 
profession, fight for our professional rights, fight for appropriate conditions and fight for 
quality education'. 
Throughout the article, the President refers to public and private domains, 
strengthening the argument that the move to local selection would undermine established 
conditions for teachers. He refers to the fact that teachers in the Ballajura area have 
already 'put up with overcrowding in schools', and 'some have even purchased houses in 
locations near to new schools'. 
The theme of the article suggests that the SSTUW A wanted to negotiate with 
EDW A on certain reforms, however EDWA had reneged on previous commitments to 
collaborate on any new initiatives and '(D)espite these talks the Department ignored the 
Union's request for a negotiated and agreed position and continued with the 
appointments' . 
This article, published in the SSTUWA newspaper had a major impact on the 
teaching force in W A. It was the beginning of a year-long industrial campaign which 
included 'work to rule' and strikes. For Bee and the other schools implementing EDW A's 
local selection initiatives, it set the scene for continued hostility and ostracism. 
Vignette 7-4 
My husband and I decided to go to a small coastal town for a 
complete break away from work - a romantic week end - long 
walks on the beach, a relaxed meal and time to catch up. I had 
been working late nights and early mornings for longer than I 
wanted to admit and thought the break away would do us both 
good. It was Saturday morning and we had only just arrived 
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after the two-hour drive. A cup of coffee was in order. We 
walked down the street, talking inevitably about school. 
It happened like a bolt. I was so taken aback. A tall middle 
aged man approached me in the street, stood before me, 
vitriolic in his attack. "You must feel great, having 
undermined every Western Australian teacher's working 
conditions. What you are doing at Ballajura is going to 
undermine everything that we've fought for. This merit 
selection is disgusting and by being part of it you are wrecking 
the systems that have worked for years. We talked about it at 
our union meeting last week. You're a disgrace to the 
profession". With that he walked off. 
My husband and I stood there stunned. I realised I was 
shaking and suggested we miss the coffee and go to our hotel. 
I wanted to retreat to the security of home. The romantic 
weekend suddenly paled into oblivion. I was conscious of the 
Union's campaign against the school, although I had not really 
internalised it in my day to day business. 
(Larsen, Personaljoumal, October 20, 1994) 
Clearly, the advice from the President, for teachers to discuss the proposed 
changes in their Union meetings, and consider what action they would take, had been 
acted upon. The hostility towards my Wambro colleague and myself was relentless, at 
both personal and public levels. 
While much of the literature about policy (Dye, 1984; Taylor et aI., 1997) 
suggests that in the 'ideal setting', policy-making begins with a distinct problem, through 
stages of formulation, implementation and evaluation, there is evidence that in many 
cases the process is far more untidy (Ball, 1994a). Certainly the data indicates that whilst 
the Government and EDW A had committed to the policy of employment reforms, and 
actively pursued this proposal, it was not until the policy was 'tested' at BCC and a 
number of other schools, that many of the ramifications of this policy became apparent. 
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The lack of strategic planning meant that critical decisions relating to industrial and 
practical issues were not dealt with until a 'crisis' appeared. 
Many of the changes that were initiated at Bee and Warnbro were considered by 
the Union as having the potential to erode many of the hard-earned conditions which 
teachers had fought to secure. Site-based merit selection, the curriculum and devolution 
were all identified as major issues by the president of the Union. The concerns related to 
the long-standing homogeneity of the system, which had been secured through 
centralised practices of staff appointment and curriculum initiatives to which the Union 
had been party: 
Part of our view over the last 100 years is we want to 
ensure that every child has access to quality education 
urn.. that is Government funded, that is a quality 
education ah and ensures those guarantees across the 
entire state. 
Now I think we've been fairly successful with that -
that you can go anywhere within the State and you see 
a reasonable standard ah, both in buildings and 
resourcing and ah experience of teachers - it's not 
perfect but we've always built on that, and tried to ah, 
to ensure that occurs. 
Now what we were concerned about was that this, the 
potential for this was, every school could end up 
advertising for their own staff which is fine if you're in 
the nice leafy-green suburbs of Perth and in 
favourable country locations, but in the final analysis, 
what does Meekatharra17 do, to attract and retain 
highly experienced and well qualified teachers? 
(SSTUWA 1) 
Throughout the interview with the President of the SSTUWA, he consistently indicated 
concern at the changes to the political landscape, suggesting that the change in 
government had changed the scope and opportunity for participation of the Union in the 
direction ofEDWA and that: 
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It was a staggering blow I suppose, to me, to be 
elected and then for the Government to start kicking 
the Union in the teeth and saying we want nothing to 
do with the Union. (SSTUWA 1) 
Whilst acknowledging that the centralised system of promotions and transfers 
'doesn't work', the President indicated that the previous system ensured that 'people who 
had done the right thing by the Department' and gone to the country to get their 
permanency should rightly expect a metropolitan appointment. For the SSTUWA, the 
concern was that the introduction of school-based merit selection had the potential to 
erode the conditions of permanency: 
You just don't suddenly change a system without 
looking at how it fits in with everybody. And we 
certainly saw Warnbro and Ballajura as being um .. 
the Government using those two circumstances in 
highly favourable locations - like new buildings and 
um .. to attract and retain the staff that the 
administrators may want within the school. 
But how does that .. what effect is that going to have 
on the rest of the system. And we were told - well this 
is the way to go because the Government doesn't 
believe in permanency. 
Ah ... now that's always been another one of our .. our 
staples I suppose, that teachers should be able to go 
about their business without fear that um ... you know 
.. with that security of tenure. Because if you feel 
secure then you're more likely to go out and do a 
better job with your teaching. (SSTUW AI) 
When asked to comment about the opportunities afforded to temporary teachers, 
who for the first time in EDWA's history were granted two-year tenures with the opening 
of Warnbro and BCC, the President of the SSTUWA suggested that the previous 
17 Meekatharra is an isolated country town on the edge of the desert, with a large aboriginal population. 
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agreement by the Union, for country service to be linked to permanency and metropolitan 
appointments was 'a fatal mistake'. He further added, 
We should never have agreed that permanency and 
metropolitan jobs would be based on mobility. We 
should never ... in the past we should never have 
agreed to it. (SSTUWA 1) 
The historical arrangements were considered more suitable, despite the fact that 
they were viewed as 'a mistake'. The later arrangement where teachers accumulated 
points according to the school 'type' with a heavier weighting being allocated to 'more 
difficult' schools had created what The President termed 'a bottleneck'. This caused 
difficulties for mobility both between country and metropolitan locations and across the 
metropolitan area. The alternative of merit selection, as introduced at Wambro and Bee 
was considered non viable however, as it was viewed as the first step to removing 
permanency of tenure: 
R: 
The problem for us with regard to Warnbro and 
Ballajura was that we saw that, limited tenure, rather 
than resolve the problems that there are with not 
granting permanency and temporary teachers, um, we 
saw that as the first step to getting people away from 
permanency - putting people on contracts. 
Now at that time of Warnbro and Ballajura we were 
under the greatest threat for the Union that we've ever 
been under. 
You know, the Government not only wanted to not 
have anything to do with us, they were looking for 
every way and means to either marginalise us totally, 
or even de-register us. 
Um, they wanted teachers on contract. Um, they 
wanted um, local selection of staff, where the principal 
was choosing staff and so on. Well that was seen as a 
whole threat to the promotion and transfer system with 
no negotiation. 
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So the whole series of government, of political factors 
that were impinging on people where people were 
saying well these people are not really interested in 
reform. 
They're interested in economic rationalism. They're 
interested in devolution at the most rapid rate they 
most possibly can and to remove government 
responsibility away from education. 
Well, we had no alternative but to come out and fight 
that. 
JL: Yeah 
R: But it was unfortunate that Ballajura and 
Warnbro were occurring at that particular time. 
(SSTUWA 1) 
7.3.2 Implementing the Merit Selection Policy at Bee 
Against the backdrop of an extremely hostile industrial climate the task of recruiting staff 
for BCC presented enormous difficulties because in the early planning stages, it became 
clear that whilst EDW A had a clear intention to introduce this policy, there was no clear 
framework nor budget for implementation. Prior to the opening of BCC, all staff 
selection had been undertaken at the central level through The Selection Unit and EDW A 
staffing branches. This included the writing of advertisements, the processing of 
applications, the sifting, short-listing and interviewing of applicants, and the writing of 
feed back reports for each applicant. 
Vignette 7-5 
I have just realised the enormous task ahead of me, in 
managing the selection of staff for BCC. While the Selection 
Unit at Central Office is happy to advise and support, it appears 
there are no processes in place to assist with the recruitment of 
staff for BCC. With over forty positions, including teachers, 
administrative staff, gardeners, and ancillary staff, the task 
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ahead will be monumental. There are job descriptions to be 
written, advertisements to be placed, selection panels to be 
convened and an entire infrastructure to be established to 
receive, review and provide feed back for each applicant. It 
seems that EDWA has no formal policy in place concerning 
site-based merit selection. We are still negotiating with EDWA 
staffing officers the conditions of appointment for temporary 
teachers, primary and secondary teachers on the same site and 
issues associated with merit selection and transfer rights. The 
Union is publicly hostile and the challenge in the Tribunal 
regarding the principal's position may have ramifications for 
promotional and teaching positions at the school. 
(Larsen, Personal journal, August 19, 1994) 
Without staff to assist in the initial stages or a budget to employ additional staff, 
the task of recruiting in excess of forty staff was enormous. In response to the initial 
Expression of Interest, in excess of two hundred applications were received for teaching 
positions at BCC. My colleague at Wambro and I, established procedures, shared 
information and collaborated on staffing profiles for each of the 'new schools'. At the 
same time, there were critical industrial issues that had not been addressed by EDW A. 
These concerned: 
• the recruitment of primary and secondary teachers at the one school (primary 
teachers have different industrial entitlements to secondary teachers); 
• the employment of temporary teachers on tenure (previously temporary teachers 
had been used to fill positions after permanent teachers had been placed, and had 
only been given short term appointments for up to one year), and 
• the introduction of new positions (such as Team Leaders, technology manager) to 
reflect the new approach to curriculum and the priorities ofthe school. 
Each of these changes required extended negotiations with EDW A officers in 
order to proceed.. We were working with very short time lines, in a hostile industrial 
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climate with limited support, juggling the practical demands of setting up the school, 
whilst reassuring parents that the schools would be built, equipped and staffed for the 
first day of the 1995 school year. 
Despite the fact that site-based selection was to be a policy priority for EDWA, 
there is evidence that there was limited preparation for the process. There was a clear 
indication that policy makers responsible for the decision underestimated the amount of 
time and effort required in establishing procedures at the school level to enact this policy. 
The comment from one EDWA officer working in the Staffing Directorate indicates the 
extent to which there was limited planning for the implementation of merit selection of 
teachers: 
There hadn't been any strategic planning, there hadn't 
been a needs analysis, hadn't been any attention given 
to resourcing levels. Um ... I reckon your first 18 
months, 6 months getting the school ready to go and 
the first 12 months, was policy on the sprint. It wasn't 
policy on the run. ... It was policy on the sprint. I 
don't think that due attention was given to the 
demands of school-based staff selection, and that's a 
real issue for schools at the moment. ... I don't think 
we realised what you had been put through at 
Ballajura. (EDWA POI) 
What is evident from the above quotation IS that the process of policy 
implementation of merit selection at Bee was 'sorted out' through the process of 
enactment. The broader political agenda was the primary concern for EDWA policy 
makers. The operationalising of the policy became a matter for the principals of the 
schools involved. 
7.4 School Level Effects 
Notwithstanding the difficulties associated with the implementation of new employment 
practices, at the school level, the opportunity to select staff who were expressly interested 
in exploring innovative practices was considered critical to the implementation of the 
Ethos and Philosophy of the school. Teachers who came to Bee were clearly aware of 
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the priority to introduce middle schooling as well as the commitment to trialing new and 
innovative curricular structures. They were choosing to teach at the school, expressed an 
interest in change and innovation and an excitement at the possibility of participating in 
establishing a new middle school at Ballajura. It would have been an impossible 
leadership task and teaching situation to open the school with teachers who were there 
under duress. 
School based merit selection at BCC also gave teachers some measure of control 
over their teaching appointments. They were able to specify the school as their choice of 
workplace rather than fmd themselves in other schools that may not have suited their 
preferences, either in terms of location, or educational philosophy. The previous 
centralised employment practices meant that temporary teachers had limited scope for 
choosing the school at which they taught and they lunged from one year to the next, with 
no guarantee of employment. They were subjected to the vagaries of government 
policies, new graduate influxes and all of the attendant uncertainties and vulnerabilities 
associated with lack of continuity of employment. At BCC, for the fIrst time temporary 
teachers had tenure for a period of two years, with the option of renewal at the end of this 
period. Temporary teachers experienced a greater level of certainty at BCe. The limited 
tenure appointments meant that they were guaranteed appointments for the duration of 
the tenure, rather than experiencing termination of appointment at the end of each school 
year. 
7.5 Conclusion 
This chapter has provided information relating to how changes in employment practices 
at the State level, impacted on the establishment of BCe. In Chapter six I demonstrated 
that from the earliest meetings of the Steering Committee there was a strong agenda for 
recruiting teachers at BCC under new conditions. Because the school was advertised as 
'new and innovative' EDWA policy offIcers were able to advance the claim for 'specially 
selected principal and teachers'. Changes to employment practices at BCC signalled an 
ideological shift for EDWA and the government, which focussed on the redefInition of 
the roles of principals and teachers under a new regime of control and surveillance, 
through performance management linked to tenure. The chapter illustrates the 
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contestations that arose as a result of the changes to industrial relations at the time of 
opening BCe. It is evident that there were a number of controls exerted by both EDW A 
and the SSTUW A in the implementation of new employment policies at BCC. The policy 
process was one that was contested in multiple arenas: in the press, through arbitration 
and in individual meetings. The analysis also demonstrates the policy confusion that 
arose from the absence of an EDWA strategic plan for the implementation of merit-
selection. 
That said, it is clear from the data that EDW A policy makers were committed to 
increasing the flexibility for individual schools to determine the profile of teachers - to 
get a 'best fit' of staff to the school. In making the transition from a highly centralised 
model of staff appointments to one that reflected a more 'suitable' match, EDW A policy 
makers were caught in the bind of testing the boundaries (both organisationally and 
legislatively) in order to establish new ground rules for the implementation of site-based 
merit selection to individual schools. 
The origins of these policy changes are not clearly evident. As I indicated in 
Chapter two, many of the proposed changes were circulated in the broader educational 
arena at the time. Brian Caldwell for example, had visited W A and advanced the merits 
of work of David Hargeaves who at the time, was suggesting that schools for the twenty 
first century should: 
Have a core of full-time, highly trained professional 
teachers, on five-year renewable contracts, supported 
by a range of assistant teachers and part-time teachers 
who also work in other fields; 
Contract out substantial parts of their teaching 
functions, so that secondary pupils spend less of their 
time in school; 
Be permeable to their community, to business and the 
world of working adults, so that the boundaries 
between school and the outside world weaken. 
(Hargreaves, 1994: 53-54 cited in Caldwell, 1997 :69) 
Reading Caldwell now, I have strong recollections of his presentation to a room 
full of principals and senior policy makers in W A. The words resonate loudly and clearly 
carry intertextual links to policies that were being proposed and implemented at the time 
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of opening BCe. As a further example of the interpenetration of new discourses, I quote 
Caldwell (1997) again: 
The concept of teaching as the job is likely to change, 
as it will in every field of public and private 
endeavour, so that a range of professional and para-
professional staff will serve the school, some in a 
more or less permanent core, and an increasing 
number in contractual, temporary or part-time 
arrangements. New reward schemes will be required, 
for traditional career paths and rewards based on 
advancement in a hierarchy will disappear. Reward in 
such schemes will be based on performance, including 
the performance of teams. (ibid.:74) 
I am not suggesting that Brain Caldwell was the architect of the policies that were 
being implemented at BCC. I am suggesting that Caldwell's presentations were but one 
of the multitude of texts that permeated the Western Australian policy arena. Caldwell 
himself was drawing intertextually on other texts (such as those proposed by David 
Hargreaves in England) and these texts were then mediated and transformed within the 
social and historical context of WA. It is clear that EDW A was engaged in a radical 
reshaping of principals' and teachers' work through policies that reflected changes 
occumng in other countries (Ozga, 2000). It is also clear that the discourses of 
'community participation' were being appropriated as part of the broader change agenda. 
As I demonstrated in Chapter six, notions of 'community' varied, according the context in 
which they were being used. Like other terms such as 'flexibility' and 'choice' they were 
woven into the 'lacework of meaning' (Seddon, 1996 :52), imbricated in other policies in 
order to redefme of the role of teachers and the community. 
The textual realisations of these changes were intricately woven into the design of 
the school. The following chapter demonstrates how the school buildings were a critical 
feature of the ongoing semiosis directed at naturalising new concepts of middle schooling 
(with all the attendant implications for teachers' work) and 'community' into the structure 
of Western Australian secondary schooling. 
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Chapter Eight 
The Semiotics of BCC Buildings 
8.1 Introduction 
In the previous two chapters I have demonstrated that change and innovation were 
imbricated in a number of policies that were implemented for the fust time at BCC. It is 
evident from the data that discursive changes occurred intertextually, and as such, 
influenced and shaped policy in a number of areas. Given that the buildings represented 
a major focus for change and innovation at BCC I turn now to an analysis of the 
influences and controls exerted on the design and construction of the school. My 
contention is that if we are to investigate a school that was built for the twenty-first 
century then we must necessarily ponder the very materiality of 'the secondary school'. I 
suggest that the very naming of Bee - Ballajura Community College, with the sub-
titles of 'middle school' and 'Community College', carried with it, critical messages about 
the 'semiotic event' (Kress, 1997b) of schooling and that these messages were aimed at 
strengthening the policy changes that have been discussed above. 
The purpose of this chapter is to trace the discursive changes that occurred in 
respect of the buildings, in order to illustrate how the boundaries of secondary schooling 
were contested and changed to incorporate 'middle schooling' and the notion of 
'community'. The analysis draws specifically on BCC architectural drawing and 
blueprints, policy documents and interview data. Throughout the chapter, I draw on the 
work of Kress (1997a) and Fairclough (1995) to demonstrate how historical meanings 
and traditions exerted controls and influenced the practical realisation of change and 
innovation in the BCC buildings. These controls, materialised in discourses, texts and 
practices intersected with discourses of 'change and innovation'. I also draw on Foucault's 
construct of genealogy and Gramsci's (1971) notion of hegemony in order to frame parts 
of the discussion. Genealogy offers a useful framework for analysing architectural 
arrangements at BCC, because it focuses attention on the discursive struggles associated 
with challenging legitimising policies that traditionally underscored the building of 
secondary schools in W A. The concept of hegemony provides a model for understanding 
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the means through which change is reflected in and through discourse. Working from· a 
dialectical view of structure/event (Fairclough, 1995 :73) I suggest that the building of 
Bee was shaped by existing discourses, but also contributed to the reshaping and 
transformation of these same discourses. Fairclough suggests that the constructive effects 
of discourse work in three distinct ways: 
Firstly, discourse contributes to the construction of 
'social identities' and 'subject positions' for social 
'subjects' and types of 'self .... Secondly, discourse 
helps construct social relationships between people. 
And thirdly, discourse contributes to the construction 
of systems of knowledge and belief. 
(Fairclough, 1992 :64) 
Fairclough (ibid.) further posits that these three effects closely parallel the three 
metafunctions proposed by Halliday (1978) - the ideational, the interpersonal and the 
textual, which 'coexist and interact' (Fairclough, op.cit.) in all meaning making. Both 
Kress and Van Leeuwen (1996) and O'Toole (1994), whose work is strongly influential 
in this chapter, draw on Halliday's metafunctions in proposing a social semiotic theory of 
communication. 
The chapter is organised into four parts. In the first part, I describe how school 
buildings are inscribed with meanings and how these meanings prescribe ways of being, 
ways of seeing the world and ways of constructing the secondary schooling experience. I 
make reference to the traditional arrangements and plans for the building of secondary 
schools used in the period prior to building Bee to illustrate the complexity of changing 
established arrangements in order to reconceptualise new forms of secondary schooling. 
Secondly, I examine the influence of EDW A policies relating not only to 
buildings, (e.g. ratios of space per subject per student, undercover space, specialist 
buildings and facilities), but also curriculum documents and equipment lists. In this 
section I argue that these policy documents underscored the pedagogical practices 
imagined within the spaces of the school. I make reference to these documents because 
they demonstrate the complex web of policies that work in concert to sediment 
hegemonic traditions in secondary schools. In this discussion I make reference to the 
222 
curriculum area, Technology and Enterprise which was undergoing a radical reshaping at 
the time of opening Bee. 
Thirdly, I draw on the data to illustrate how the process of changing the 
architectural designs at Bee changed the signs of their practical functions. This 
discussion focuses on the meaning potential of the architectural drawings. How did the 
architects and EDW A planners of Bee inscribe meanings beyond the practical or 
functional or traditional and make decisions about what O'Toole (1994) calls 'systems of 
semiotic options' (p.85)? How did they select and combine different materials and spatial 
configurations to incorporate policy changes occurring within the educational and 
political arenas of the time relating to middle schooling and community participation? 
My purpose is to demonstrate how these changing policy emphases were incorporated 
into the architectural drawings of Bee, and how the realisation of these drawings 
contributed to the textual construction of new notions of secondary schooling, including a 
redefinition of teachers' work and the role of the community within the schooL 
The fourth section of the chapter includes an overview of the discussion, and the 
implications for change at Bee. 
8.2 Schools as Semiotic Spaces 
In reading Gunther Kress's (1997b: 4) description of a high baroque church service in 
southern Germany I was struck not just by the power of the description, but by the 
theoretical construct - 'a semiotic event ... which attempts to engage the body through all 
its sensory means ... it is an experience in which not one mode or sense is privileged. It 
is a total and totalizing event' (ibid.). Having spent many years in a church boarding 
school I had an overwhelming recollection of the early morning benedictions and mass, 
the fasting, the genuflection, the spaces and the infusion of sounds and sights and smells 
and locations, situated within my body. In my reflections, I could not however resist 
drawing a parallel between Kress's description of a high baroque church and a secondary 
school, any secondary school, in WA or England or the us. My contention here is that 
secondary schools are typically laden with a wide range of meanings. Implicit in the 
notion of secondary schools are ideas about the spaces, the objects likely to be seen and 
the events which are likely to take place. 
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If we apply Kress's theory of social semiotics to a secondary science classroom, in 
Australia, England, the US (and probably elsewhere), most people would carry 
preconceived ideas about the teacher, where she (or probably he) might stand, the type of 
language shelhe might use, the textbooks, the activities and the assessments. It is likely 
that most people would also have a 'conventional image' (Lakoff, 1987 :446) of the 
physical appearance of the classroom, where students may stand, walk and sit; how the 
'work' of 'doing science' would look. 
Like the high baroque church, 'the spatial relations among the various entities that 
compose them - objects, people and actions' (Peterson, Nadel, Bloom, & Garrett, 1996 
:555), equally define the events of a secondary science classroom. Science classrooms, 
as spatial entities within schools, are also defined by language that carries a priori 
principles and assumptions about the world (Hodge & Kress, 1993). For example, it is 
difficult to separate the word 'school' from some connection to structures (school 
buildings) and events (being schooled). Here the sign 'school' gives shape to the concept 
and as Short (1986) suggests, '(I)n ordinary parlance, the word calls the thought to mind' 
(p. 112). But the words 'school' and 'school buildings' are structured around elaborate 
systems of both verbal and non-verbal practices that form intricate layers of meanings. 
These meanings have come to form the foundation of the practices, which govern the 
'what', and 'how' of secondary schools today. 
To understand the process of implementing changes at BCC, including changing 
the buildings to reflect the middle school structure, and 'community college' requires an 
understanding of how school buildings resonate with meanings and how these meanings 
are closely linked to established systems of knowing and being. These systems are 
historically constructed around power and knowledge: about what it is to be a teacher in a 
particular location, and what it is to be a student in that same location. 
Changing the organisational and pedagogical arrangements at BCC required that 
traditional meanings of secondary schooling be transformed. Including year seven 
students catalysed alternative approaches to learning and teaching. Previously, Western 
Australian students began secondary school in year eight, the year they tum thirteen. 
Secondary schools are quite different to primary schools. They have a timetable that 
requires students and teachers to change rooms at different intervals throughout the day; 
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they provide lockers for students in which to store their equipment; have specialised 
spaces for certain 'subjects'; a siren to signal intervals throughout the day and assessments 
and high stakes examinations. As we will see, these constructions of secondary schools 
are typically 'built into' the bricks and mortar. 
8.3 Hegemonic Traditions for Building Secondary Schools in WA 
In order to understand the process of changing the architectural spaces to allow for new 
possibilities at Bee, I will refer to the formal structures and processes that have 
historically exercised control on the design and construction of secondary schools in W A. 
In drawing on Gramsci's notion of hegemony, which provides an account of how a 
dominant ideology structures social groups and collective identities, I will illustrate how 
sociocultural hegemonies such as the faculty arrangement in secondary schools was 
formed and reformed through discourse (Kenway, 1995). As Fraser suggests: 
The notion of hegemony points to the intersection of 
power, inequality and discourse. However, it does not 
entail that the ensemble of descriptions that circulate 
in society comprise a monolithic or seamless web, nor 
that dominant groups exercise on (sic) absolute top-
down control of meaning. On the contrary, 
'hegemony' designates a process wherein cultural 
authority is negotiated and contested. It presupposes 
that societies contain a plurality of discourses and 
discursive sites, a plurality of positions and 
perspectives from which to speak. Of course not all of 
these have equal authority. Yet conflict and 
contestation are part of the story. 
(Fraser, 1992, cited in Kenway, ibid.) 
Through the analysis of the negotiation and contestation relating to the buildings 
for Bee I was interested in tracing the influence of established policy documents relating 
to the building of new secondary schools in order establish how they coalesced with new 
discourses relating to change and innovation. What I am emphasising in this chapter is 
that social and historical factors impacted on the formulation of the building policy, and 
that the ideological underpinnings relating to curriculum and pedagogy are clearly 
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evident in the building project briefs, architectural drawings and built forms. As Kress 
suggests: 
The multiplicity of textual forms, of genres, thus acts 
as a semiotic, social and cultural mesh which reveals 
the meanings of that society to its members and allows 
them to act conventionally or against convention. 
(Kress & van Leeuwen, 1996 : 189) 
The building of secondary schools in W A had a long tradition established by the 
Public Works Department (PWD)18. While there is evidence of a range of 'innovative' 
architectural responses to the building of secondary schools in the 1970s (van Bronswijk 
& Richards, 1994), in general, they were built to formula. This formula was based on the 
logic that secondary schools were organised around subject faculties, and all subjects 
were taught in specific rooms. From the 1970s, there was a strengthening of the 'faculty 
model' with new secondary schools reflecting this: 
(Since the 1970s) planning of high schools was also 
reformed, following an experiment with the City 
Beach High School, where separate pavilions for 
specific study areas had replaced the conventional 
rows of classrooms. 
(van Bronswijk & Richards, 1994: 19) 
The separation of 'specific study areas' (faculties) became a strong organisational 
focus for the building and operation of secondary schools in W A and at the time of 
opening BCC, the faculty model of secondary schooling was a hegemonic one. It 
regulated each of the domains of secondary schooling - buildings, curriculum, pedagogy 
and organisation and shaped the implicit orientations of those involved with designing, 
building and working in and for schools, and was reflected in a range of policy texts. 
The policy texts generated over the course of time, unchanged from the early 
1970s, took the form of regulatory frameworks and guidelines, which defined the process 
of establishing a school in minuscule detail. The process in tum spawned a range of 
authoritative 'experts' (the school furniture branch, the school equipment branch, the 
18 The PWD was restructured and renamed the Building Management Authority (BMA) in June, 1985. 
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school gardening branch, primary staffing, and secondary staffmg branch) which formed 
complex nets of hierarchies, procedures and relations with respect to school buildings. 
The resultant 'authorities', located at the Central Office, were organised in such a 
way that the inter-relationships between the parts were in fact fragmentary - each 
operated with a specific brief and each functioned to serve a specific purpose. Yet 
despite their isolated operations, each collaborated to maintain those institutionalised 
practices that regulated the design, staffmg and equipping of secondary schools. The 
point is illustrated in the comment made by the senior architect for the BCC project: 
They used to build a high school every year. In fact 
sometimes they used to build two or three a year and 
there was a whole infrastructure that developed 
around the buildings, and the construction, and the 
equipment, and the supplies, and everything arrived. 
There was a whole team of people who delivered; all 
fragmented team players and um it, because every 
school got pumped out the same, everybody knew their 
role andjust delivered the same thing. (APL 1) 
Secondary school buildings were designed and built to accommodate specific 
subject spaces which conformed to certain rules, depending on the types of activities 
involved, and in tum, they were constitutive of the 'ways of operating' (de Certeau, 
1984/1988: xiv). These ways of operating gave rise to a complex arrangement of 
systems, rules and rituals that were bound to the structure of the curriculum and the 
pedagogical practices of the subject. For example, spatial allocations, furniture, 
equipment and staffing were all underscored by the faculty arrangement. Thus, in the 
case of a secondary science laboratory, the spaces were of a standard size, had long raised 
benches which were secured to the floor. Each bench was fitted with a number of 
Bunsen burners and sinks that were placed at intervals sufficient to allow space for two or 
three students to work together. Students sat on high backless stools; the floor was 
covered with linoleum rather than carpet and there was usually a fume cupboard in which 
to handle toxic chemicals. There was also typically a demonstration platform at the front 
of the classroom for the teacher. Staffmg was calculated to include a 'science technician', 
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who was responsible for preparation and supervision of equipment and chemicals which 
were of a 'standard issue'. 
In turn, these systems, rules and rituals (McLaren, 1998) were woven into the 
fabric of the school structures. The spaces were made of often concealed practices, 
which were linked in intricate ways associated with subject dispositions, and then 
cemented in the form of bricks and mortar, bringing into form, an established 'common 
sense' view of secondary school buildings and how they were to be used. The 'faculty' 
secondary school, as a cultural product, was built on the basis of an historical 
arrangement founded on paradigmatic assumptions about domains of knowledge and 
teaching and learning. This arrangement reinforced separation of staff into particular 
areas of the school, as is evident in the comment below from one of the research subjects, 
a principal of a W A high school: 
In this school the fac~lty arrangement means that 
certain subjects can only be taught in certain areas. 
The whole building design is against anything else, 
other than one discipline being taught in the 
designated faculty space. It gives teachers no option 
for any experimentation. It gives them no opportunity 
to interact with other people, in other faculties, or to 
even look at other people teaching. You don't happen 
to even walk past the door of somebody who's teaching 
in a different subject area. The isolation is 
strengthened by the fact that you don't even have to 
leave your area because there's a staff room within the 
faculty. Everything is designed to keep you in there. 
(EDWA SP 1) 
The grouping of teachers in faculties not only reinforced the separation of 
teachers, but also greatly influenced the way students would 'use' the spaces. Young 
people entering a secondary school that was built around the faculty model were initiated 
into the 'movement cycle' which required them to move from room to room for different 
subjects. Thus, for students, to 'do science' in secondary school, is to be in a science 
laboratory for a given period of time, or to 'do' technology and enterprise is to be in a 
cooking or sewing or computing room. The 'doing' of science in secondary school is 
linked to epistemological understandings relating to the subject, which is more than often 
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recognised as 'practical' (Home, 1999 :9). In line with the classification of a 'practical' 
subject, specialised spaces (science laboratories) are constructed to accommodate the 
established pedagogical patterns. To allow every student who 'does' science, access to 
the specialised space, a timetable is constructed, and this not only serves to control the 
use of the space, but also reinforces the belief that 'doing science' is 'going to the science 
laboratory'. Epistemological and cultural traditions defme the recommended length of 
time that students should typically spend 'doing subjects' in anyone week and are used as 
the benchmark for calculating space requirements. In W A, suggested times for individual 
learning areas is specified in the Curriculum Framework: 
Figure 8-1: Recommended Times for Curriculum in WA 
Recommended times in minutes/week for Years 7-10 (Early adolescence) 
The Arts Outcomes 240 
English Outcomes 
Health and Physical Education Outcomes 
Languages Other Than English Outcomes 
Mathematics Outcomes 
Science Outcomes 
Society and Environment Outcomes 
Technology and Enterprise (TAE) Outcomes 
360 
240 
240 
360 
300 
300 
240 
(EDWA, 1997 :9) 
These suggested times carry a number of critical messages about the structure and 
organisation of the lower secondary year levels, which are relevant to the discussion. In 
the first instance, the time-value for individual subjects varies significantly. English has 
a suggested time of 360 minutes per week, whereas Technology and Enterprise (TAE) 
240 minutes. English, the Generic Brief (EDWA, 1 994d, section 10-1) suggests, is 
usually taught in (General Learning Areas) GLAs, whereas TAE requires that students 
work in specialist areas (EDWA, 1994d, section 14-1). The coupling of the suggested 
times, with the expectation that different subjects occur in specified locations, has 
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immediate implications for the semiotic event of schooling. That is, there is an historical 
arrangement which underscores the planning of the school, and this historical 
arrangement serves not just as a control in the planning of the buildings, but also 
functions as a pre-determiner for how students and teachers will later use the spaces. 
Once the school is operative, a moving dynamic space, it becomes essential that a 
timetable be constructed in order to rotate students through the Specialist Areas. Thus, 
for a school with 490 students (the original estimate for BCC), based on the 
recommended time of 300 minutes for science per week, and thirty two students in each 
group, the allocation of 4.5 specialised science Effective Teaching Areas (EFTAs) is 
made. 'Practical subjects' (Horne, 1999), including computing, materials technology 
(previously manual arts), food technology (previously home science) textile technology 
(previously sewing), Art and Craft, Physical Education and the library are designed with 
specific pedagogical practices in mind (EDWA, 1994d). As we will see below, they are 
designed on the basis that students spend a standard period of time, in a given location, in 
a particular group size. The total number of EFT As is then calculated for the whole 
school. The Generic Brief is designed with the expectation that students move from 
GLAs, (i.e. standard classrooms) to Specialist Areas in the course of the day: 
The students will be required to move regularly to the 
Library and Specialist Areas in the school. The GLAs 
should be located, with respect to the rest of the 
school, so that a minimum of time is lost to movement 
between learning sessions. 
(EDWA, 1994, Section 3, my emphasis) 
If we read the specification of time for students in the years 7-10, (I will use the 
example of science) of 300 minutes per week, with the expectation that students will be 
required to move to Specialist Areas, it becomes immediately evident that the Generic 
Brief is structured on the premise that science occurs in specialist science areas and 
students move there for specified periods of time each week. The Generic Brief exerts a 
powerful force in the disciplining of teachers and students. It has techniques of 
surveillance, normalisation and distribution (Gore, 1998) written into it. It is a 
controlling mechanism even before students and teachers enter the spaces, underscored 
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by a range of discourses that mesh together to frame the social relationships and 
pedagogical practices. As Foucault notes: 
Take, for example, an educational institution: the 
disposal of its space, the meticulous regulations which 
govern its internal life, the different activities which 
are organised there, the diverse persons who live there 
or meet one another there, each with his own function, 
his well-defined character- all these things constitute a 
block of capacity - communication - power. The 
activity which ensures apprenticeship and the 
acquisition of aptitudes or types of behaviour is 
developed there by means of a whole ensemble of 
regulated communications (lessons, questions and 
answers, orders, exhortations, coded signs of 
obedience, differentiation marks of the "value" of each 
person and of the levels of knowledge) and by means 
of a whole series of power processes (enclosures, 
surveillance, reward and punishment, the pyramidal 
hierarchy). 
(Foucault, 1983: 218-219, cited in Gore, 1998) 
Up until the time of the design of Bee, the 'meticulous regulations' (ibid.) 
governing the use of the spaces in Western Australian secondary schools was further 
strengthened by policies about staffing formulae, teachers' industrial awards, curriculum 
policies which stipulate recommended times for individual learning areas, policies about 
class sizes and room sizes and student safety. These polices underscore the Generic 
Brief, which in tum served as a mechanism of power on the architect in the first instance, 
and ultimately on the practices and relationships between teachers and students. To 
understand the difficulties associated with changing the buildings and operations at Bee, 
and to imagine and realise new possibilities it is necessary to recognise the power-
knowledge relations that were critically linked to established discourses and practices. 
The process of change and innovation at Bee was not simply the replacement of 
one arrangement, with an alternative. Rather, the unique context of Bee, with the 
inclusion of year seven students in the State's first middle school, the involvement of the 
community, the employment of primary and secondary teachers were all significant 
variables in realising new meanings of secondary schooling. The designers of the school 
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drew on the discourses of change and innovation, including those associated with 
curriculum changes, middle schooling and community, in order to create new meanings. 
But these new discourses rubbed uncomfortably with existing policy texts, as I show in 
the following example. The example below serves to illustrate how changes in the 
curriculum policy influenced and impacted on the design of the Bee buildings. 
8.3.1 Exemplar - Technology and Enterprise (TAE) 
The Technology and Enterprise curriculum area is one of eight19 that make up the key 
components of the Western Australian curriculum. The Learning Area includes the 
subjects of agriculture, business studies, computing, home economics and manual arts. 
The introduction of the T AE Learning Area in 1993, signalled a shift away from the 
traditional domestic notions of these subjects towards a more market based ideology: 
Technology is a generic term, and as a learning area 
involves the purposeful application of knowledge, 
experience and resources to create products and 
processes that meet human needs. Enterprise, refers 
to the students' ability to identify needs and 
opportunities in a variety of situations and to take 
action which meets those needs or opportunities. 
(EDWA, 1994d - Section 14, Technology and 
Enterprise - original emphasis) 
The Generic Brief stresses the purposeful application of knowledge, experiences 
and resources. 'Purposeful' implies intention, agency, and activity. So the Generic Brief 
defines a pedagogical intent. It makes a statement about how students will engage with 
the subject of TAE. The above description is supplemented by information about how 
the spaces within the T AE buildings will be used: 
The introduction of the T AE Learning Area has 
implications for the current standards of facilities 
provision and teaching methodology used within each 
contributing subject. While these subject areas will 
still retain some specialised functions and equipment, 
19 The eight curriculum Learning Areas defined within EDW A's Curriculum Framework include English, 
Mathematics, Science, Technology and Enterprise, Studies of Society and Environment, Languages Other 
than English (LOTE), the Arts and Physical and Heath Education. 
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there will be a greater integration between them, 
particularly through sharing technology and common 
learning processes. Students should be able to move 
freely between areas through a Central Shared 
Resource Area and within this central space, to be 
easily supervised and visible to teachers. 
(EDWA, 1994 d, Section 14) 
There are a number of salient points related to the above description. In the first 
instance, the explanation of T AE contained within the Generic Brief indicates specific 
pedagogical practices - integration, sharing and the use of technology. That is, it 
functions as a power in the construction of knowledge. The second point of importance is 
that the explanation focuses specifically on student movement and student supervision -
'(S)tudents should be able to move freely between areas ... and be easily supervised and 
visible to teachers'. The Generic Brief simultaneously serves to structure the power 
relations within the spaces. 'Moving freely' within a 'Central Shared Resource Area' and 
being 'easily supervised and visible to teachers', resonate with parallels to Foucault's 
panoptic on (Usher and Edwards, 1994). While Foucault was primarily concerned with 
exercise of power-knowledge in prisons, there are many parallels between the nineteenth-
century Benthamite design of a prison and the design for the TAE learning area at BCC. 
Within the Benthamite design, individual cells encircle a central observation point. 
Individuals are separated and isolated and then subjected to surveillance. They are 
unaware of who is observing them, or indeed, if they are being observed. For those 
within the cells (or classrooms?) the possibility of observation serves as a self-
disciplinary technique. 'Moving freely' through the spaces, involves disciplining one's 
behaviour. Teachers and students become agents of, and subject to, surveillance. They 
can all be seen - integration and sharing means being observed. The new technology area 
incorporates new design features which orientates students and teachers to new forms of 
pedagogy linked to new subject dispositions. The opening up of the technology spaces 
means that the central area serves as a design hub and specialist facilities are positioned 
around the central area. 
Part of what is at issue here is the move towards more student-centred pedagogies 
and collaborative teaching models in the new T AE curriculum area, which was written in 
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1993. These changes link to the redefinition of the discursive field ofTAE from a largely 
domestic discourse towards a market discourse. 'Purposeful application of knowledge, 
experience and resources to create products and processes that meet human needs' linked 
to the notion of 'enterprise', position TAE into a new trajectory linked to products, 
markets and profits. Students are to be inducted into new forms of work and 
management which focus specifically on collaboration, sharing and flexibility, and this is 
clearly evident throughout the Generic Brief 
Students need to be capable with all new technology. 
High tech. (sic) Manufacturing is the pathway and 
students need to have the right 'mindset' rather than 
specific trades. 
(EDWA, 1994d, Section 14) 
Teaching methodology (in Materials Technology) is 
moving from a focus of developing individual hand 
skills to that of problem identification and problem 
solving. 
(EDWA, 1994d, Section, 15) 
As a consumer science (Textiles and Food 
Technology) is moving away from the traditional area 
of home cooking and sewing and embracing areas of: 
• Design - food/textiles 
• Materials - food/textiles 
• Health - personaVsociety 
• Production - service industry. 
(ED W A, 1994d, Section 17) 
The links to the market are clearly evident in these examples. The 'aptitudes', of 
which Foucault spoke (op. cit.) extend to defining the type of , mind set' that students 
should have. The Generic Brief structures the teaching and learning before students and 
teachers enter the spaces. The descriptions of how the spaces are to be used further 
reinforce the shift towards a market ideology. 
All that said the question of change and innovation at Bee takes on a different 
appearance. Was there really scope for change and innovation within the highly specified 
brief, or was change and innovation being steered towards the broader social and political 
agendas of linking micro-economic reform to secondary schooling? Was it possible for 
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teachers and leaders to imagine new possibilities of schooling within such tight framings, 
or was the direction of change and innovation at BCC predetermined within the Generic 
Brief which had specific policy links to the changing nature of the curriculum towards a 
market orientation? Certainly, the emphasis on building flexibility into the design ofBCC 
is clearly evident. However 'flexibility' in the context of T AE relates to developing in 
students a particular disposition: one that links with the broader market 'orientation' of the 
learning area. 
Textiles and Food 
In using the example of Textiles and Food I seek to further demonstrate the controlling 
forces brought to bear on the practical realisation of change and innovation at BCC. My 
assertion is that the process of implementing change and innovation at BCC were 
significantly influenced by the existing policies and practices, linked not only to the 
Generic Brief but also to established pedagogical traditions. The example serves to 
illustrate further, how the highly detailed specification of spaces exercised controls on the 
imagined uses of spaces at BCC, despite the motivation for change. Whilst there was a 
strong emphasis on the changing nature of the learning area within the context of the 
introduction of an 'outcomes approach', and these changes were reflected in the BCC 
buildings, the changing discourse had not been realised in pedagogical practices. 
For TAE, the total space allocation is (1477m2), which is almost double the 
allocated space for science (706m2) and one third more than Visual and Performing Arts 
(1060m2). Clearly, the investment of such space to TAE carries with it, major 
implications for the use of the space in this Learning Area. Implicit in the allocation is 
the ideological underpinning that this subject is conducted in particular ways. In so far as 
the allocation of space implies value, the design brief of the school immediately serves to 
reinforce the social and material practices of existing secondary schools in at least two 
ways. Firstly, the spatial allocations serve to structure the events that are likely to take 
place. That is, they carrying signifying messages which classify the reality of T AE 
within the context of the spatial configurations. Secondly, the definition of 'specialised 
spaces' requires that students have access to these spaces and this requires the 
construction of a tightly managed timetable. 
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The specification of spaces for Textiles and Food are listed in the Generic Brief 
and has a total spatial allocation of 339m2 , with the breakdown as follows: 
Figure 8-2 : Spatial Allocations for Textiles and Food 
Food technology 
Human development laboratory 
Preparation area 
Pantry 
Food Store 
Textiles 
Textiles Store 
Fitting Room 
Total Floor Area 
Floor Area m2 
95 
95 
18 
10 
8 
95 
16 
2 
339m2 
(EDWA, 1994d, Section 3-5) 
Here immediately we see the specification of spaces in terms of their ideational 
and interpersonal functions (Halliday & Hasan, 1985). The allocation of 95m2 to Food 
Technology presumes a particular activity within this space. In most traditional high 
schools the arrangements include stoves, all of the same type, in a particular 
configuration with a clear indication of how this arrangement should be managed. In 
addition, 'regulations' specify how many students would be in a home economics room 
at anyone time (these are specified by industrial agreements) and what the activities of 
those students would be (specified in curricular documents). The allocation of 18m2 to 
the food preparation area again signals the enactment of the pedagogical process, 
whereby typically, someone else (a 'home economics assistant') would prepare the food 
for the students to use in their cooking activities. At an interpersonal level, there is 
degree of control of the space because students would typically be excluded from the 
food preparation area. 
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Vignette 8-1 
In seeking to change the structure and delivery of the T AE 
Learning Area, I attempted to negotiate variations to the spatial 
arrangements for some of the subjects. In the case of 'food 
technology', my vision was to engage students in activities 
which provided them with meaningful experiences which 
linked to the modules they were studying in the classroom. 
I thus envisaged that students would be able to select the 
types of cooking they would do, to plan the activities and to 
order and prepare food independently. 
This vision was constructed through my own mediation of 
the design brief, and the curriculum framework, which both 
suggest involving students in 'the purposeful application of 
knowledge, experience and resources'. For me, this meant that 
the pedagogical processes would look entirely different to the 
traditional model of cooking, where the teacher's assistant 
prepared food and set up equipment and students engaged in a 
'do what's in my head with your hands' model of cooking. 
In enacting this change, I sought to change one single 
signifier in the food technology area - the installation of a 
range of stoves instead of a standard uniform issue. 
My interpretation of the intent of the curriculum documents 
provided me with the impetus to insist on this change, minor 
though it seemed, in order to change the dynamics of the 
pedagogical relationships in 'food technology'. I envisaged a 
range of equipment where students would truly have 
'purposeful' experiences and where many of the decisions were 
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made not by the teacher or the teacher's assistant, but by the 
students themselves. 
To enact this change involved some basic changes. I 
requested the installation of different models of stoves in one 
learning area. I imagined that for experiences to be 'purposeful' 
and to be relevant to a 'variety of situations' students should 
have experience with a range of stoves - gas, electric and 
microwave. For me, this change was crucial. It signalled a 
range of symbolic changes about the types of activities that 
would be offered for students, the relationships between staff 
and students and the responsibilities of non-teaching staff 
(home economics assistants). It also meant that teachers and 
students would necessarily have to be engaged in decisions that 
changed the nature of the traditional cooking lesson. 
The fallout from this decision was enormous. The 
architectural plans were already structured around the notion 
that all stoves would be the same. That is, they would occupy 
the same space, require the same fittings (either gas or 
electricity) and could be purchased with an advantage of 
economy of scale. To purchase stoves of different sizes and 
types required a major paradigm shift in the following ways: 
What would the teachers do - how they would engage in the 
pedagogical process which was built around the assumption 
that all students would have access to exactly the same 
equipment and would follow the teacher in step by step 
processes in the completion of the cooking project. These 
structures were linked to the training of the teacher, the 
industrial agreements around her work and the deployment of 
the support staff and the delivery and assessment of the 
curriculum. 
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Architecturally - how could different stoves be installed 
within the predetermined design of the rooms, which were 
rigidly mapped and fitted against existing spatial arrangements, 
costs and time lines? Changing the stoves meant changing the 
plans and all the associated architectural and building 
procedures associated with this. 
Industrially - What could legally be required of teachers if the 
stoves were not all consistent? What of safety issues, 
curriculum materials and time? What would the 'home 
economics assistant' now do, if not preparing food and 
equipment? How would the teacher prepare, teach and assess 
if all the equipment varied and if students were spending part 
of their time preparing their own food? How would ordering 
of supplies, cooking times and instructions on how to use 
stoves be managed? 
(Larsen Personaljoumal, 07 November, 1994) 
Stoves as Signijiers 
In themselves, the positioning and types of stoves in cooking areas within a secondary 
school signify many things. The spatial arrangements in traditional schools results in a 
number of stoves (usually six) being placed in an ordered arrangement, with a 
'demonstration bench and stove' at the front of the room. The stoves were the same 
model, occupied the same space, had the same operating instructions and were either gas 
or electric. 
In seeking to vary the stove models, I wanted to signal a range of changes. But 
the semiotics of stoves only became active when put within the broader context for my 
impulse for change. That is, my intention to change the stoves served as the physical 
manifestation, a sign: of the fact that as leader of the school, I wanted things to be 
different. I was effectively saying, 'there's going to be a new approach here' and to teach 
food technology at BCC is to engage in different pedagogical relationships. Students will 
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not come into this space and participate in a 'do what's in the teacher's head with their 
own hands' experience. Both the teachers and the students will be engaged in processes 
which move beyond the highly structured, prescriptive and authoritative activities which 
had been characteristic of previous practices. The presence of different stoves in 
themselves did not necessarily predetermine this change though. They merely served as a 
sign, a trace that carried meaning into the domains of curriculum and pedagogy. 
Nonetheless, as the comment by the Bee architectural project manager indicates, 
changing this one element, resulted in a range of difficulties: 
(There were) two problems in that one. One was um 
infact at three levels I guess you'd call it. 
First of all, the curriculum people were challenged by 
it, and winning their hearts and minds to take the risk 
was one challenge and that's one fence I guess you'd 
call it. 
Then convincing our people who standardly specifY 
stoves - no we don't really want these this time or yes 
you do because that's what we always have, was a 
challenge in its own right. You wouldn't have thought 
it would be a problem but I guess we weren't overly 
client-focused in those days. We were working hard on 
it, even that was a challenge. 
That was your regular supply people, and then of 
course what we were doing was, at that point, we 
pretty much already documented the buildings and a 
lot of documentation teams, do things and put them 
away and say 'that's done'. And what we were doing 
is coming back and changing things and that's usually 
the bane of the documenter's life is have to go back 
and change things. And we had to re-work components 
in the normal delivery process as well. Just because 
of the time involved. So that re-work component was 
another barrier. 
I suppose that people didn't openly embrace the 
concept of changing things because it just meant more 
work. (APL 1) 
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In interpreting the intent of the changes to the new TAE curriculum, in order to 
reorient the teaching of food technology from the established domestic focus towards the 
intended market emphasis, what appeared to be a relatively simple change was 
immediately problematic. The apparent 'flexibility' for the principal to influence changes 
to the BCC buildings had not been extended to include changes to already specified 
elements (stoves). The existing arrangements, connected to long pedagogical histories 
influenced by EDW A Curriculum Consultants, who participated in the design process for 
BCC, and the subsequent architectural practices were being challenged by the principal. 
The example above also illustrates that while the buildings branch had 
intertextually drawn on the new curriculum texts and had in fact written these changes 
into the design brief, many of the artefacts that signified traditional curricular and 
pedagogical arrangements (such as stoves and equipment lists) were unchanged. As a 
result there was a philosophical mismatch between the articulated ideal (an innovative, 
flexible school for the twenty first century) and the pragmatics of changing peoples' 
attitudes and behaviours. The added paradox is that the T AE learning area was espousing 
the ideal of flexibility and individual decision making, when in real terms, the 
specification of the equipment for the school had not been changed to reflect this 
emphasis. 
Despite the problems, the specification of the stoves was changed. The 
boundaries of 'flexibility' were tested and contested. The process of specifying 
equipment and facilities for BCC led to changes in the policy, allowing for greater 
localised input into the design and equipping of the school. 
Nexus between Space and Pedagogy 
The nexus between space and pedagogy is one which is crucial to the argument because 
my assertion is that the prescription of these spaces, mediates the events which are 
envisioned prior to their enactment. What is important is that the spaces serve to encode 
the pedagogical practices and that any attempt to 'rewrite' these, must necessarily take 
into account the socialising systems that are already established. That is, the linguistic 
categorisation of space by way of names and labels, coupled with the spatial 
arrangements are underpinned by ideological systems that structure the learning 
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experience in particular ways. Simply designing 'new', 'innovative' and 'flexible' spaces 
is not sufficient. As Foucault suggests: 
I think it is somewhat arbitrary to try to dissociate the 
effective practice of freedom of people, the practice of 
social relations, and the spatial distributions in which 
they fmd themselves. If they are separated, they 
become impossible to understand. Each can only be 
understood through the other. 
(Foucault, in Rabinow, 1984: 246) 
There is strong evidence that the new curriculum had a significant impact on the 
imagined social relations and spatial distribution at BCC. The articulated ideology in the 
new T AE Learning Area is that of the 'free market and enterprise' which moves the focus 
away from the previously domestic emphasis to one that uses the subjects as an induction 
to technology for profit. The new curriculum policy sought to redefme the social 
relations between teachers and students. That is, the curriculum documents serve as a 
hegemonic device in the (re )strncturing of The Generic High School Design Brief. The 
changing discourse from domestic focus to 'the market' is evident in the T AE brief, as 
indicated below: 
Figure 8-3: New Terminology in Technology Curriculum 
New terminologies are beginning to replace traditional names and to describe changes to 
learning methodologies. 
New Terminology 
Materials Technology 
Information & Business Technology 
Textiles and Food Technology 
Existing Terminology 
Manual Arts 
Computing/Business Studies 
Home Economics 
(Generic Brief-Section 14, Technology and Enterprise, see Appendix p. 427) 
The use of the term 'Human Development Laboratory' (Fig. 8-2) for teaching 
areas which were previously identified as Family and Childcare Studies similarly carry 
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ideological positions which predefme the way in which the curriculum will be enacted 
within the allocated spaces. The noun 'laboratory' alerts the architects and builders to the 
fact that the buildings are now to be thoroughly modem in keeping with the changing 
disposition of this subject. Furthermore, it signals a move from a largely working-class 
domestic (and female) ideology of homemaking and childcare to one which is more 
'scientific and technical', and presumably, inclusive. In the same way, the introduction of 
terms such as materials/food/textiles 'technology' to replace the traditional subjects of 
Manual Arts, Computing/Business Studies and Home Economics (Fig. 8-3) are intended 
to signal the new dispositions of these subjects. 
With respect to the General Learning Areas (used for subjects that are not 
traditionally veiwed as 'practical') planners and architects of BCC were keen to provide 
greater flexibility in order to facilitate the structure of middle school around integrated 
teams. A central consideration was a 'more flexible allocation' (APL 1) of space for 
individual teams in order to facilitate the organisation of year seven and eight students in 
'home rooms'. I tum to a discussion of this issue in the following section. 
8.3.2 Space as Currency 
The determination of space for individual subjects carries important messages about the 
semiotic event of schooling. As I said above, the classification of individual spaces is 
defmed within existing paradigms relating to how the subject is conducted, how many 
students participate in the subject (governed by industrial awards) and how much time is 
recommended for each subject. The defmition of spaces in the Generic Brief indicates 
the variations. I have selected a range of examples in the figure below to illustrate the 
way in which space is allocated to different subjects within the Generic Brief 
Figure 8-4: Spatial Allocations for Secondary Subjects 
No. of Area m2 Total Area 
Spaces m2 
GLAs for non-specialist subjects, such as English, 
Mathematics, Languages and Society & Environment 20 64 1280 
Science 
Laboratories (Dedicated) 3 92 276 
Science - Laboratories (Multipurpose) 2 92 184 
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Common Resource Area 1 92 92 
Seminar 1 40 40 
Materials Technology 
Materials Studio 1 280 280 
Textiles and Food Technology 
Food Technology 1 95 95 
Human Development Laboratory 1 95 95 
Information Technology 
Computer Laboratory 1 75 75 
Business Laboratory 1 75 75 
Flexible Laboratory 1 75 75 
Seminar 1 40 40 
Visual Arts 
Painting and Drawing Studio 1 120 120 
Print Making Studio 1 100 100 
Ceramics - Sculpture Studio 1 100 100 
Physical Education 
Hall/Gym 1 508 508 
(EDWA, 1994d, Section 3) 
GLAs (used for English, Mathematics, Studies of Society, Languages) are 
allocated 64m2 (EDWA, 1994d, Section 3-4). In WA, the standard class size for lower 
secondary in these subjects is currently thirty-two students. The spatial allocation of 2m2 
per student in these subjects is less than half the amount of space allocated to food 
technology which is 95m2 (ibid.). Based on the industrial requirement of no more than 
twenty-two students in food technology, we can see that food technology has an allocated 
space of slightly more than 4m2 per student. 
The allocation of 2m2 per student for the 'non-practical' subjects (English, 
Mathematics, Society and Environment and Languages) suggests a good deal about the 
implied pedagogic practices. Whilst there is evidence in the Generic Brief that some 
'activity' such as group work and 'more flexible learning' is suggested in 'non practical 
subjects', in general, the description of the subjects, coupled with the allocation of space, 
suggest a strong orientation towards a teacher centred pedagogy: 
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English is the first subject area to pioneer small group 
work (4-6 students) and needs flexible furniture' 
(EDWA, 1994d, Section 10) and 
Studies of Society and the Environment has 
traditionally taken place in normal LA's (sic) in a 
teacher stand and deliver format but is seeking more 
flexible environment for its learning to take place. 
(EDWA, 1994d, Section 12) 
Despite the commitment to 'new and innovative structures for the twenty first 
century' (EDW A PO 2) the design of the buildings was clearly inscribed with the 'old 
ways': of subjects in faculties, of traditional spatial arrangements and of calculations 
based on existing policies relating to class sizes and costs. For the architects of BCC, 
'innovation' required that the design of the school be shaped within the spatial allocations 
traditionally given to individual subjects. It was the renaming and reconfiguring of the 
spaces, in line with the curriculum changes and the classification of 'middle schooling' 
that constituted the notion of change and innovation at the schooL 
The strongest reason for the 'backward referencing' to established traditions is the 
uncertainty associated with the project. For EDWA, the establishment of BCC as the 
State's first middle school was a 'pilot project' as is evident from the briefing below: 
A Year 7 curriculum, and the quality of care 
associated with primary education, would be 
maintained on the Community Campus with the added 
element of integrated studies and access to secondary 
facilities. The opportunity to establish a Year 7, 8 and 
9 middle school, in the context of a pilot project, 
would link W A to current research and development. 
(EDWA, 1993a :1) 
However, the school buildings could not be so different that in the event that the 
school was considered a 'failure', for whatever reasons, the school could not subsequently 
revert back to a traditional high school: 
The facilities have been designed so that, if everything 
fails and parents and/or the Ministry reject the idea of 
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a middle school, or a Year 7 attendance at the new 
facility, it can revert quite easily to a standard senior 
high school fonnat. 
(EDWA, 1993a :2) 
With this caveat, existing arrangements and spatial configurations of a standard 
secondary school necessarily influenced the building policy for BCC. Changing 
secondary school arrangements to incorporate the notion of 'middle schooling' at BCC 
could only be undertaken with the safety net of the 'standard senior high school' as a 
backstop. The suggestion that there was a possibility that 'everything fails' indicates that 
at best, EDW A's commitment to the project was tentative. Clearly the inclusion of year 
seven students at BCC under the banner of 'middle schooling' was an 'untested' change. 
Costing for BCC buildings was also based on established traditions linked to the 
standard allocation of classrooms (Effective Teaching Areas (EFT As)). Change and 
innovation was therefore contingent on the extent to which the new curriculum could be 
implemented and school based organisational and pedagogical initiatives could be 
'wrapped around' traditional building arrangements in order to create a new secondary 
school entity of 'middle school'. However, the emphasis on students being 
accommodated in 'home rooms' required a reassessment of the spatial allocations in order 
to increase the number ofGLAs. 
In traditional secondary schools, calculations and costings of accommodation 
needs were based on a ninety- percent occupancy rate of rooms at anyone time. There 
was no scope for students to be identified with a 'home room', and typically students and 
teachers changed rooms at intervals throughout the day. At BCC, the structuring of 
teams of students in home rooms, required that additional GLAs be built to allow for the 
allocation of home rooms, and it was in this respect that the notion of 'middle schooling' 
challenged established practices. As the BCC Architectural Project Leader suggested: 
Bee was a real turning point. EFTA counts became 
less important. We did use the standard allocations as 
a guide, but we were looking for the home-room 
concept to be built into the schoo!. At Ballajura we 
started to break down the barriers regarding the very 
strict allocations of space per students which had 
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really totally dominated the building of secondary 
schools. BCC was really the beginning of thinking 
about the teaching methodology first, and then 
planning the school to fit the thinking. We started to 
think about a range of planning options for greater 
flexibility - variable sized rooms, more smaller 
seminar rooms and home rooms. The concept of 
middle schooling at BCC changed the way we planned 
and built secondary schools. In the past everything 
was standardised. We were trying to change the 
buildings to suit the particular school context. (APL 1) 
The planning and building of BCC challenged the established practices relating to 
costing new schools. It is not surprising that there were a range of difficulties. The 
historical arrangements that governed the building of secondary schools were defined, 
documented and costed to the minutiae. Under the banners of 'flexibility' and 
'devolution', BCC was a site for testing new pedagogical arrangements that incorporated 
team structures and notions of 'collaboration'. These changes required a reassessment of 
the traditional spatial allocations. 
At the same time, responsibility for purchasing equipment, which had routinely 
been undertaken by the Central Office as part of the secondary school buildings, was also 
devolved to the school leveL That the school was on the cusp of the changes meant that 
there were inevitably confusion as to how the devolved responsibility would work, as 
indicated below: 
One incident that springs to mind is the equipping of 
the school. Because EDWA hadn't made the transition 
to a fully devolved system there was total confusion 
over what equipment should be supplied by the centre 
and what should be purchased by the school. The 
Curriculum budgets hadn't been worked out and some 
staff at central office were still working under the old 
system. I remember when ten ironing boards turned 
up at the school. No one knew where they came from. 
It was a hangover from the old 'supply branch', where 
every new secondary school got ten ironing boards 
and out they went, whether you needed them or not. 
(APL 1) 
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From a policy perspective, the examples above indicate the uncertainty relating to 
the proposed changes. Whilst there were nominally 'policies' for new schools and 'middle 
schooling' within the macro policy of devolution, at the time of planning BCC, the 
policies themselves were only in spoken texts. The system was clearly in a state of 
transition and as with any complex organisation, making the transition from one 
organisational structure to another required that new meanings were materialised through 
new texts and practices. The examples also highlight the hegemonic struggles that were 
taking place. The varying degrees of reproduction and transformation, from a highly 
centralised system to a more devolved system required that the existing orders of 
discourse be changed as well as the existing social and power relationships. 
The policy generation stage was occurring simultaneously with the policy 
implementation stage. The possibilities and constraints meant that those 'on the ground' 
(EDWA building project manager, architects, school leadership personnel and teachers), 
were testing the boundaries and assessing the responses. The architectural design briefs, 
drawings and ultimately the buildings reflected the changing arrangements. As Kress 
suggests: 
. . . the partICIpants in a particular occasion of 
interaction have aims, goals, and responsibilities and 
they stand in particular social relations to each other. 
They enact all these in that situation and they use 
language (among other modes) to do so. The resultant 
linguistic text encodes, realises and represents these 
aims and purposes, the relations of the participants and 
the unfolding enactment of that situation. 
(Kress, 1996: 189) 
Issues associated with the changing policy for the construction of new schools 
were also clearly evident in the introduction of the new title 'community high schools', 
and it is to this that I now tum. 
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8.4 Building 'Community' into BCC 
Unlike all other secondary schools in WA (which were titled 'high schools' or 'senior high 
schools'), BCC and the new Warnbro Community High School had direct reference to 
'Community' in their titles. The schools were not titled 'technology' schools or 'sports 
schools' or 'high schools' but 'community' schools. In respect to the buildings, the naming 
of BCC as a 'community school' challenged existing arrangements, which as we have 
seen above, were previously naturalised within the discursive landscape of secondary 
schooling. What was the intended purpose for making BCC a 'community college'? In 
seeking answers to this question, the data relating to the buildings provide intertextual 
connections to other data discussed in previous chapters. Incorporating 'community' into 
the design of the school was a motivated choice. It served to strengthen the policy 
agendas that EDW A was proposing in relation to middle schooling and community 
participation. 
In Chapter six I demonstrated that in planning BCC, EDW A had a clear policy 
agenda to expand the role of the community within the schooL Three central policy 
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initiatives for community participation are evident within the data relating to the 
buildings. These include the expanded use of the school's facilities by the community; an 
invigorated role of 'the community' in relation to participation and decision making in the 
school, and the use of 'community' as an alternative organisational metaphor for the 
schooL That is, the teaching areas and staff study areas (labelled 'Collegiate Areas') 
would be designed to optimise collaboration and sharing between students and teachers. 
In this section I discuss how the notion of 'community' was written into the 
design briefs and architectural drawings for BCC, and transformed into the school 
buildings. My purpose is to suggest that EDWA used the BCC buildings to strengthen 
the policy focus for expanding the notion of 'community' in the three above-mentioned 
areas. 
The analysis draws on the work of O'Toole (1994) who uses a Hallidayan 
approach for analysing and describing the semiotics of architecture. Whilst Halliday's 
(1985) systemic functional theory is directed towards a theory of language, O'Toole 
posits that the categories of 'experiential', 'interpersonal' and 'textual' are equally effective 
to 'discriminate types of meaning as expressed in the built form' (O'Toole, 1994 :110). 
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Following O'Toole's example, I adopt a social semiotic approach in order to illustrate 
how the planners and architects of the school used different semiotic codes, the verbal 
and the architectural to realise the social semiotic of the 'community' school. 
In relationship to the architecture and the built form, the term Experiential 
designates the practical function of the building, that is its purpose as a 'community 
college'. Bee buildings were designed to relate to users (students, teaching and non-
teaching staff and the community) in a range of different ways. Apart from the practical 
function of housing in excess of one thousand students, the architects and planners of the 
school clearly had an intention to change the way in which the school would operate. 
That is, they had an intention to impact on the Interpersonal function. 
8.4.1 Encouraging a 'Community Milieu' for teachers 
The opportunity for teachers to meet and collaborate as part of their everyday teaching 
has been strongly linked to successful implementation of change and innovation 
(Hargreaves et aI., 1992; Staessens, 1993; Stoll & Fink, 1996) and was clearly a powerful 
influence on the design of Bee. While there is evidence of 'calling in research' relating 
to middle schooling and collaborative team structures in secondary schools in a range of 
data, there is no formal referencing to specific research. Rather 'research' is a generic 
concept, evident in a range of texts to either substantiate or strengthen a claim for the 
rationale for introducing middle schooling and collaborative team arrangements at the 
school. 
Recent research into education has identified that the 
intellectual, social, emotional and physical needs of 
adolescents today have changed, while schooling 
structures designed to cater for this group [middle 
school students] have remained basically the same as 
when parents were at school. 
(Information Bulletin to Ballajura parents, August 
1993, see Appendixp. 319) 
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Interview data with the senior Architectural Project Leader and the EDWA 
Project Officer indicates a strong emphasis on changing the structural organisation of the 
school in order to provide opportunities for teacher collaboration across discipline areas: 
The architectural brief stressed the need for not 
having staff all in one area and not having staff 
grouped in disciplines. This originated from the idea 
that the staff in their private domains and in their 
conversation domains were not necessarily regulated 
or pre-determined around their subject matter. At 
Ballajura there was a strong orientation to changing 
the architectural drawings to consciously reflect a 
cross curricular arrangement. Architecturally, I 
suppose we pushed that agenda a little bit further, 
even though there were some people in the 
Department who were opposed to the idea. (APO 1) 
The inclusion of year seven students and the introduction of 'middle schooling' 
precipitated a policy shift in order to incorporate a 'non-subject faculty base to school 
structure' (EDWA, 1993c). There was evidence that there was a strong motivation to 
reduce the number of teachers for students in the lower secondary years and to increase 
the collegial contact between teachers: 
We were concerned that kids in year 8, when they get 
there (to traditional secondary schools) suddenly got 
into the arrangement where they could have up to 
twenty six teachers in one year, if they change 
teachers for every subject every term. A number of 
schools were addressing the problem of student 
alienation and dabbling in student centred learning 
and cross curricular orangisation. So if you've got the 
question, 'if you were building a school for the twenty 
first century, what would it be like?' We were taking 
the ideas from those who were regarded as respected 
educators. They were suggesting more integrated 
models in the lower secondary area with an emphasis 
on teams of teachers. 
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The collegial areas at Ballajura were designed to 
remove teacher isolation. My point was that if you've 
got collaborative learning going on, you need people 
to sit down and talk, and there's no space in 
traditional schools to do that, so that was a big 
difference for Bee. (EDWA P02) 
The emphasis for the collegial work areas, those for use when teachers were to be 
meeting or working individually with students or small groups were designed to create a 
'community atmosphere'. Sub-School Areas included two General Learning Centres with 
a Collegiate Centre in between: 
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The arrangement was seen as an important solution to the isolation experienced in 
many high schools as a result of the 'balkanised' (Full an & Hargreaves, 1991 :52) faculty 
arrangement. Much of the educational literature (Rosenholtz, 1989; Rudduck, 1991) 
raises issues associated with teachers' work practices, and stresses the need for teachers to 
have time and space to reflect on change. Many of the issues discussed linked to the 
school effectiveness research and resulted in calls by some (Full an et al. ibid.) to change 
traditional secondary school organisational structures and introduce collaboration, team 
teaching and shared decision making. The faculty or department model, 'which organizes 
teachers spatially, temporally, administratively and symbolically ... ' (Siskin, 1994 : 12) 
was being challenged, and new social arrangements for teachers were being introduced. 
Interview data indicates that EDWA planners and architects drew on this research 
and the advice from 'respected educators' as the basis for the planning of the buildings to 
support collaborative team arrangements at Bee: 
The research into alienation of young people in 
schooling and the reform of lower secondary 
education was a big influence. I did influence people 
in some way by being very enthusiastic about it, 
particularly at P & C meetings that I attended. ... We 
believe the best organisational model is a learning 
community with teams of teachers, and the best 
teaching methodology is team teaching and 
collaborative learning. (EDWA P02) 
Whilst recognising that the architectural drawings and the built form (of Bee) 
use different modalities to that of the design brief, there is nonetheless a consistency in 
the social semiotic underlying the school's construction. The discourse of 'community' 
and 'team arrangements' became the predominant metaphor for the design of the middle 
school and these terms were used extensively throughout the Project Brief: 
(T)o encourage a community atmosphere and team 
learning, a variety of meeting and playing spaces have 
been designed along the main circulation routes. 
These spaces vary in size and shape and provide for a 
range of formal and informal uses. They are all 
designed to stimulate spatial awareness and have a 
sense of fun, and include idiosyncratic spaces such as 
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collegiate centre "space ships", canteen "tram nodes" 
and the transparent covered areas. 
(EDWA, undated, BCC Project Description p. 6) 
The construction of Sub-School Areas which provided space for teachers from at 
least two teams to meet together and to share office and staff study spaces was a direct 
attempt to increase the contact between teachers and students from different teams. The 
architectural Project Manager suggested that the Sub-School Areas were designed with 
the intention of: 
Building stronger bonds between students and 
teachers through public and all-user spaces, neutral 
spaces which are those where students and teachers 
can meet and converse and then private spaces which 
become staff domains for study and retreat. We tried 
to scope the project so that the natural flow of traffic 
spaces and walkways and natural meeting areas for 
students were also close to teachers' collegiate areas. 
CAPO 1) 
Physically locating students and teachers together was quite unlike the faculty 
model school that typically separated faculty meeting areas and teachers' offices well 
away from students' recreation spaces. The definition of spaces within the Sub School 
Areas included a large sunken courtyard in amphitheatre formation (termed 'space ship') 
with additional seating and drink fountains immediately adjacent to the front of the 
Collegiate Centres. These areas were designated as meeting areas for students and 
teachers and were termed 'all-user' spaces. The public spaces then led into the Collegiate 
Centre. The proximity of the students' meeting places to the Collegiate Centre indicates 
the intention to locate staff and students together. Unlike 'faculty high schools', where 
teachers were often located away from student areas in insulated 'faculty' offices, the 
BCC architectural briefs stipulated a change, suggesting a strong input at the 
interpersonal level. 
The first zone of the Collegiate Centre included what the architect termed 'neutral' 
spaces. These spaces were again intended for use by both students and teachers and thus 
included a 'meeting area' and 'interview room'. At the far end of the Collegiate Centre was 
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the teachers' 'private' space - two offices to be used by the Sub School leader and a 
student support person (e.g. educational psychologist, school chaplain) and staff study 
area large enough to accommodate two interdisciplinary teams of teachers. 
The General Learning Centres each had five General Learning Areas (GLAs), a 
store and 'flexible' open space20 in the centre. Unlike traditional secondary schools, the 
GLAs were titled 'home rooms' which meant that they were to function more in line with 
the traditional primary classroom. Middle school students were to be based in these 
rooms for a large part of the day and would view the rooms as their 'base'. As the BCC 
Project Brief suggests: 
The buildings are designed to differentiate between the 
students' home base learning areas and the shared, 
specialist facilities which they visit for specific needs. 
Specialist facilities are centrally located, bigger scaled 
and surrounded with brick colonnades, while learning 
areas are on the perimeter, of a more domestic scale 
and have open verandahs. 
(EDWA, undated, BCC Project Description, p. 6) 
In this section I demonstrate how EDWA used the BCC buildings to support the policy 
changes relating notion of 'community'. The discussion is intended to illustrate how 
EDW A used the buildings as a strategic part of the policy changes that were aimed at 
increasing community participation in the school, and also changing the working 
practices of teachers to support more collaborative models of teaching and learning. In 
starting with the textual function, the most obvious element is the siting of BCC between 
a large industrial zone and residential zone, bounded on both sides by two arterial roads. 
The school, the largest public building in the Ballajura district, was passed by thousands 
of vehicles on a daily basis. There was no perimeter fencing and the school was an 
imposing statement, vast in size with single-height red brick buildings with a tall maroon 
angular roof. 
20 The central flexible spaces were used for 'home rooms', due to the burgeoning enrolment. Shortage of 
accommodation meant that from the day the school was opened, these spaces were needed as 'home rooms'. 
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The roads had two interpersonal potentialities: fIrstly they isolated the school from the 
wider community by way of the distinct separation, exacerbated by the heavy vehicular 
trafftc, effectively enclosing the school within a separate enclave. Alternatively, the 
roads served as a route for passers-by to see the school as a unifIed 'text' within the 
Ballajura suburb. As a modem, vast conglomerate of buildings, with the large titles 
'Ballajura Community College' clearly visible from the road, the school 'hailed' passers 
by. Situated in this prominent position, it provided a strong sign that the school was of, 
and in, the community. It was not tucked away on a small side street, fenced and isolated 
from the community, as so many secondary schools had been in the past. The 
Orientation (O'Toole, 1994 : 103) to the main roads, meant that BCC was clearly visible 
and accessible to the community. The roads and footpaths directed pedestrian and 
vehicular traffIc past (and into) the school. Local people walking or driving to the main 
arterial routes to the city, main shopping areas and light industrial services adjacent to the 
school were highly likely to pass by the school. 
The external walls, those facing the street, were designed in a semi-circular 
arrangement, which directed access from the main roads through identifIed entry points. 
Dense plantings between the roads and the outer walls of the school buildings formed a 
protective barrier from the strong North Western sun, and also served the function of 
deterring grafftti vandalism. 
A bus embankment channelled students into the school, down the 'street' and into 
the circulation routes along the edge of the inner courtyards of the middle school. 
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At the experiential level, the focus on community use of school facilities is 
realised in the architectural drawings through the distinctive 'street', which designates the 
areas to be accessed by the community. In a number of drawings, the architects have 
indicated individual room! spaces for joint 'community use' - performing arts centre, 
gymnasium, library, lecture theatre and sports facilities are each within easy access of the 
'street'. 
The textual function at the zone of floor (O'Toole, 1994) indicates the cohesive 
relations between the different buildings. Circulation routes function to direct pedestrian 
traffic into different 'zones'. Middle school students are directed to classrooms and 
recreational spaces within the 'protective courtyards' away from the public. The 'street' 
works at the interpersonal level in that it suggests a relationship between the students and 
the community. In the realised form during school times, students used the 'street' for 
access to sports facilities during break times. 
During the school day, the buildings functioned to support the notion of care and 
safety. The extended brick buildings, arranged as a semi-circle on the outer perimeter 
served as a 'barrier' (APL 1) to protect the students from the community. The 'street' was 
one of a number of 'circulation routes' and was designed to direct pedestrians to specified 
locations designated for community use. Because of student safety and duty of care, 
parents and the community did not have general access to the 'street' during the school 
day, but were required to 'report' to the Administration office. Notwithstanding that the 
motivation to engage the community within the school was an ideal, the practical realities 
of child protection, required that community access was monitored and 'policed' during 
the school day. The buildings therefore carried different power messages, according to 
the time of entry. During school times, the Administration Office became the focal point 
of entry and all visitors to the school were directed towards this building. We see then, 
that the experiential element of the street for the passage of pedestrian traffic is 
powerfully encoded for status, depending on the time of the school day. 
Outside school times, when the Administration Office was not open, the 'street' 
served the function of directing the community to the spaces and rooms that were for 
community use. Community members pre-arranged access to buildings, having gone 
through a process of establishing 'suitability', according to the school's policy. Access to 
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and use of the school was prioritised according to the proposed activity. If the activity 
was one that would serve the needs and interests of the young people in the school and 
local community, then they were given preference. For example, if a professional tennis 
coach wanted to offer private tennis lessons to students after school, using the Bee 
facilities, he would be given a contract to use the facilities, ahead of someone who 
proposed an independent fully profit-based activity that was not directed at the students. 
In addition to the large number of after school programmes offered to students by 
teachers and community members, there were also many requests for the use of the 
buildings by community groups and commercial operators. The buildings became a 
highly sought after resource within the community. Whilst the 'renting' of the buildings to 
providers of after school activities (e.g. police cadets, abseiling, martial arts, modelling, 
local sporting groups, yoga, fitness and gymnastics) broadened the opportunities for 
young people within the school, the school administration were the 'gatekeepers' of the 
buildings. Within the discourse of 'community use' issues included: 
• The safety of students: what screening process was appropriate to ensure that 
community members who provided 'out of school activities' were not going to 
place the students at any risk? What was the school's responsibility in terms 
of duty of care, given that students often moved from classroom lessons to 
after school activities provided by community members, with no transfer of 
responsibility for the child, from school to parent? 
• The administrative load: In W A there are no school caretakers or site-based 
janitors. Therefore, all administration associated with community use of 
school was undertaken by the school leadership team and school registrar. 
With over fifty groups using the school, this became a significant managerial 
task. 
• Security and maintenance of school equipment and facilities: Unfenced open 
access made the school a target for vandalism and provided a protected 
environment for anti-social behaviour such as drug use at night and on week 
ends. 
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Vignette 8-2 
I am shattered. Yesterday (Sunday) while having 
lunch with friends, the phone rang and it was EDW A's 
security. The green block (six classrooms) was on fIre. 
The bins in the enclosure beside the building had been 
set alight and the fIre was spreading through the roof 
cavity. I had had a couple of glasses of wine and not 
'within the limit' so my husband drove me the thirty 
kilometres to the school. We stood there and watched, 
my heart sinking at the prospect of what lay ahead -
the huge efforts of the students and teachers were 
being washed away with the spray of the hoses from 
the fIre brigade. The press and parents were already 
gathering. It was everyone's nightmare. We had only 
been going for two terms and we were confronting 
another huge challenge. I phoned the deputies and 
told them 'the news'. We spent the remaining part of 
our holidays cleaning up, hosing down smoke-stained 
chairs, rescumg resources and organising SIX 
transportable classrooms for the beginning of the new 
term. I wonder if this would have happened had the 
school been fenced? (Larsen Personal journal, Sept. 
14, 1994) 
There is no doubt that the accessibility of the school to the community shaped the way 
that staff, students and the wider community materialised the notion of 'community'. The 
fact that· the school was so visibly 'within the community' had great advantages. The 
students, parents and neighbours were fIercely protective of the school and 'kept an eye 
out' for potential incidents of vandalism. Nonetheless, there were incidents such as that 
reported in the above vignette that raised questions about the openness of the school and 
the vulnerability of the buildings to vandalism. Whilst the 'domestics' associated with the 
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management of such events such as the fire at BCC are inevitable, in policy terms, the 
'opening up' of schools to the community clearly challenge traditional arrangements 
where schools are isolated and separated from the local neighbourhood. Locating BeC 
within close proximity of the community was a powerful semiotic. It changed the way 
students, parents and the community related to the school. The extended use of the 
buildings during week-ends and evenings meant that there were large numbers of people 
in the school at times when traditionally, schools are silent places. 
8.5 Conclusion 
There are many textual traces of policies that were woven into the plans and materialised 
in the BCC buildings. As early as 1973, the Federal government was calling for greater 
community participation in schools. The release of the Karmel Report (Karmel 1971) 
which signalled the need for increased spending in order to address issues of equality also 
called for greater involvement of the community in school affairs. At the time of the 
report, schools in W A offered limited opportunities for community participation in 
schools. Parents and Citizens (P & C) Associations were the primary vehicle for 
participation, although in general, their role did not involve input into school planning 
and decision making. P& C Associations generally supported the school through fund 
raising and served as a forum for school principals to advise the community of what was 
occurring in the school. 
There was no opportunity for parents to participate in broader decisions relating to 
the direction of the school, nor have any say in governance issues until the release of 
Better Schools (Ministry of Education, 1987). Better Schools was a turning point for 
education in WAin that it mandated the formal establishment of School Decision Making 
Groups in all government primary and secondary schools. Whilst in their early days, 
School Decision Making Groups were often toothless tigers, the data suggests that 
EDWA saw the opening ofBCC and Wambro as ideal opportunities to expand the role of 
the community in the school. The invigoration of the role of the community had strong 
policy links to the devolution agenda (Hoffman, 1994) as well as the Better Government 
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Report (Government of Western Australia, undated) which emphasised the joint 
provision of recreational resources within the community. 
This chapter illustrates how the redrawing of boundaries between old and new 
elements resulted in the realisation of new possibilities at Bee. The chapter illustrates 
the diverse range of policies that underscored the design and construction of the school. 
In the fIrst instance, the practical solution of accommodating year seven students within 
the Ballajura district was clearly a strong motivation for building Bee as a middle 
school. Having made this decision, it is evident that there was genuine commitment from 
the EDW A Buildings and Facilities Branch to use Bee as a site for testing new and 
innovative arrangements around the notion of care for young adolescents, and the 
changing nature of the curriculum. 
What is equally evident is that the process of moving towards new arrangements 
that encouraged flexibility and new curricular responses was strongly influenced by the 
legacies of traditional arrangements. These traditions were firmly imbricated in the 
design briefs and architectural drawings and ultimately the buildings. 
For EDWA, the commitment to Bee middle school was tentative. Linking 
'change and innovation' to middle schooling, and in particular, the inclusion of Year 
seven students within the high school setting, meant that the opportunity to establish a 
school that provided scope for trialling new ways of operating were clearly written into 
the building designs. However, the scope for change and innovation was shaped and 
influenced by the traditional policies relating to costs and subject traditions as well as 
cultural values. The boundaries of change and innovation were drawn within these 
arrangements and they sometimes rubbed uncomfortably with emerging discourses of 
flexibility. In some cases, traditional policies served as hegemonic devices giving rise to 
contestations. These contestations, evident in texts and discourses, did however serve as 
the 'motor of change' (Hodge & Kress, 1993 :64) in redefining secondary schooling in 
W A. At Bee the meaning of secondary schooling was renegotiated to incorporate new 
concepts and new arrangements including an integrated curriculum for lower secondary 
students, teachers teaching in teams, students grouped in teams within a home-room 
concept and a strong commitment to community involvement. In implementing these 
changes at Bee there were a multiplicity of intertextual references to change and 
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innovation that penetrated a number of domains within the educational arena. Pulling at 
one thread in the fabric of the school inevitably resulted in the need for adjustments and 
changes to other policy areas. As Hodge and Kress (ibid.) suggest: 
New materials and new interests are incorporated into 
the old system, leading to a different 'fit' between 
language and reality, and a different set of relations 
between existing categories. The result is that all 
categories have a slightly altered scope or function 
within the whole, which is essentially a new system 
disguised as the old one. 
(Hodge and Kress, 1993: 64) 
Many school change researchers do not consider the impact that school buildings 
have on the scope and nature of change and innovation. At BCC, changes to the building 
policy were central to new representations of secondary schooling in W A. They served as 
iconic signifiers for the imbrication of new policies relating to middle schooling, changes 
to teachers' work practices and community involvement and community use of school 
facilities. The coupling of terms such as 'new and innovative school for the twenty first 
century' with new arrangements of lower secondary schooling was not accidental. There 
was a strong motivation to break down some of the established power structures that 
typify a 'faculty high school'. As I demonstrated in Chapter six, talking the project up, in 
newspapers, in the community and through 'modem hi tech buildings' paved the way for 
more radical change that simultaneously addressed a number of policy agendas. 
It is evident that the architects and planners of BCC drew on a range of discourses 
m order to steer change and innovation towards more collaborative working 
arrangements for students and teachers and to institute an alternative structure for lower 
secondary education in W A that reflected changes in the curriculum. At the same time, 
they also sought to 'build in' greater participation and use of the school, by the wider 
community. The plans and specifications for the school worked as a powerful semiotic in 
the policy process. They drew together the multiple policy agendas that were circulating 
within EDW A at the time and represented the materialisation of new policies that were 
the basis new meanings relating to staffmg, curriculum, staff and student relationships 
and community and school relationships. 
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PART FOUR 
CHAPTER NINE 
A CONCLUDING DISCUSSION 
9.1 Introduction 
This thesis investigated the impact of existing and emerging policies on the establishment 
of a new secondary school in W A. In the thesis I have analysed the process of 
establishing a new school within the context of shifting social and political agendas from 
the perspective of Foundation Principal. The account has included a combination of 
methods including social semiotics, critical discourse analysis and a strong 
autobiographical component because it was this combination of methods which provided 
the opportunity for uncovering an alternative view of change and innovation. The 'twists 
and turns of the story' (Graham, 1991: 140) have focussed on how discourses of change 
and innovation gave rise to new meanings of secondary schooling within the Western 
Australian context. 
This chapter provides a synthesis of the multiple strands of the research. I will 
discuss the main findings in relation to the research questions and then include a 
discussion on the value of the chosen research methods in order to elucidate the 
theoretical contributions of the study. This discussion will include a critique of the study, 
focussing on both the strengths and weaknesses. I will conclude the chapter with a 
discussion of implications for future research in relation to change and innovation in 
secondary schools. 
9.2 Main Findings 
Like many other education systems moving towards a decentralised model (Dale, 1997; 
Edwards, 1992; Olssen, 1996) at the time of opening BCC, EDWA was contending with 
multiple policy changes. These included the introduction of an outcomes based 
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curriculum framework, site-based merit selection of teachers and principals, performance 
management, and community participation. Many of these changes bore intertextual 
traces to texts that circulated in national and international arenas spanning the previous 
twenty years or more. In Chapter four I discussed the notion of intertextuality and I think 
this concept is important to this final discussion. Drawing on the work of Kress 
(undated) and Kristeva ( in Fairclough, 1992) I suggested that the concept of 
intertextuality clarifies how history is inserted into texts and how individual texts are 
inserted into history (Fairclough, 1992:102). Ifwe think of policy as the ongoing process 
of semiosis which is materialised in and through texts, we can better understand why it is 
so difficult to unravel the dynamics of educational policy. Policy researchers such as 
Bowe et al. (1992) and Fulcher (1989) have endeavoured to capture the complexity of 
policy processes through their respective models. In the case of Bowe et als'. model, 
which is designed to serve as a heuristic, there are strong suggestions of intertextuality at 
work. That is, Bowe et al. use their model to indicate the dynamic writing up and writing 
down of policy within each of the three major policy contexts (Context of Influence, 
Context of Text Production and Context of Practice). As Bowe et al. (ibid) suggest, a 
new policy text (referring to the National Curriculum in this instance) 'enters into, as a 
new element, the bricolage of teaching, the cobbling together of bits and pieces into a 
'pedagogic discourse' (p.280). The process is a dialectal one - intertextuality implies 
transformation of texts into new texts. But as Kress says, textual transformation varies 
according to the number of intervening transformations that occur, via other texts (Kress, 
undated). Kress also reminds us of the importance of the interlocking social and 
historical actions, which are themselves imbedded in webs of social structures of various 
kinds, extent and size (ibid.). These two points are crucially important in understanding 
the dynamics of policy processes, as they related to the establishment of BCC. 
At BCC the opportunity to simultaneously change a number of interlocking 
systems required the reworking of policies through multiple texts. It was clear that in the 
transformational process, attending to anyone policy threw into relief a raft of connected 
elements associated with other policies. That is, the policy process required the 
simultaneous transformation of other texts. For example, texts relating to site-based 
merit selection threw into relief the issue of performance management, which 
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subsequently linked back to the criteria for judging teacher effectiveness and student 
achievement. Whilst the process of change at Bee has revealed itself to be difficult, the 
scope to simultaneously rework a number of policies was a critical factor in the overall 
success of the project. It is the recognition that no policy exists in isolation - that policy 
researchers and policy makers must necessarily attend to these semiotic webs, that is a 
key finding of this study. It is only through simultaneously transforming interconnecting 
policies that change in secondary schools is likely to endure beyond the short term. In 
practical terms this requires educational policy makers, both at the system and school 
levels, to systematically map the inter-relationships within and between policies and to 
recognise that if wholesale change within secondary schools is to be achieved then the 
multitude of policies must be considered. Without such consideration, costly and 
demanding changes inevitably become temporary aberrations and sometimes, abject 
failures. 
There is a good deal of research that laments the durability of the grammar of 
secondary schools (Tyack & Tobin, 1994) and the difficulties associated with dismantling 
existing organisational patterns and behaviours (Rudduck, 1991). The attrition of change 
(Fink, 1997) is a common element in much of the educational research literature on 
change and innovation. This study has demonstrated that unless policy makers and policy 
implementers attend to the complex inter-relationships between policies, the attrition rate 
will continue to be high. The example in the previous chapter, relating to the changing of 
stoves in the Technology and Enterprise Learning Area is illustrative of the multiple 
variables that impact on change in secondary schools. In the example I demonstrated that 
changing one relatively minor aspect of the school buildings, in response to the 
articulated changes in curriculum, required the unravelling of a raft of associated policies. 
There were policy implications for employment conditions of teachers and home 
economics assistants, there were implications for policy makers who designed and costed 
buildings, there were implications for architects and builders and importantly, there were 
implications for what students and teachers would actually do, once the stoves had been 
changed. In the context of Bee, it became evident that each of the policy changes were 
intricately linked to existing meaning systems that were sedimented in other policies, 
cultural and curricular traditions, industrial arrangements and in some cases, legislation. 
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It is not surpnsmg therefore, that there were enonnous difficulties associated with 
breaking out of '(t)he tight weave of traditions and routines' (Rudduck, 1991 :28) that so 
often make schools an 'impenetrable fortress' (ibid.) to change. It was EDWA's failure to 
attend to the intricacies of policy implementation including the details of what exactly the 
policies would look like, and how indeed changes were to be effected, that contributed to 
many of the contestations. 
However, there is little doubt that the government and central education 
bureaucracy embarked on a deliberate strategy to enact a number of key policy changes 
in establishing Bee. It is also clear that without the active involvement of the multiple 
arms of the bureaucracy that changes implemented at Bee would not have been effected. 
The very fact that there were large numbers of senior policy makers and EDW A senior 
officers involved in the establishment of the school indicates a strong intention on the 
part of both the government and the central bureaucracy to support the proposed changes. 
Nonetheless whilst discourses of change and innovation abounded, the 'inherited legacies' 
(Whitmore, 1984) of a highly centralised system founded on the basis of homogeneity 
were powerful regulating forces which resulted in high levels of tension and uncertainty 
for the community, Bee staff, and at times, EDW A policy makers themselves. The fact 
that the centralised bureaucracy operated in discreet departments, each with their own 
portfolios (staffmg, curriculum, finance, buildings) resulted in various (and sometimes 
conflicting) mediations of the intended policies. 
Whilst individual EDWA policy makers clearly had an agenda for change, linked 
to a broader devolution agenda, many of the policies had not been interrogated in tenns 
of the practical implications for the school and the wider system, nor their connections to 
other policies. Notwithstanding that no policy can be fully mapped to uncover the 
intended and unintended consequences (Ball, 1992), the lack of strategic planning 
resulted in a high degree of uncertainty, extraordinary amounts of work and in some 
cases, overt hostility from and between key stakeholders. The example of the decision to 
include year seven students without clear policies relating to the charging of fees, DOTT 
times for primary teachers and costs associated with the longer tenn decision is 
instructive of one policy which was not thoroughly planned. Merit selection of teachers 
and the changing conditions for the employment of the principal were also examples of 
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policy changes that gave rise to high levels of uncertainty and animosity and contributed 
to unprecedented industrial unrest. The animosity came from EDWA policy makers, the 
Union and teachers and principals within the system. Clear strategic planning with 
attention to the consequential chain of policy changes could have reduced the difficulties 
experienced at both the school and system levels. 
9.3 Winning Community Support for Middle Schooling 
Policy decisions made by EDWA to involve the community in the design of Bee as a 
'middle school' and a 'community school' were powerful influences on change and 
innovation at the school. The signification of these titles ('community' and 'middle 
school') paved the way for alternative arrangements that had not previously been 
formalised in EDWA policy. Bearing in mind that the inclusion of year seven students 
was not a typical arrangement in Western Australian secondary schools, EDWA used the 
extraordinary context as an opportunity for mobilising community support for proposed 
changes to lower secondary education in Western Australia. Having introduced middle 
schooling, other policies such as site based merit selection and changes to teachers' 
working arrangements were then grafted on to this policy. EDWA was proactive in 
galvanising support for the school by inviting community participation in the decision 
making through a clear mobilisation of bias (Bachrach & Baratz, 1977). The study 
illustrates the contradictory nature of a community-based social policy. Individual 
EDWA policy makers used the notion of 'community participation' in different ways. At 
one level, there is an appearance of manipulation and control exercised by EDWA over 
the local community. At another level, there is evidence that the community was 
proactive and supportive of the initiatives being proposed and implemented at the school. 
The participation of the community raises a number of significant policy issues. Whilst 
EDWA was openly advancing a model of devolution that could genuinely embrace local 
diversity, in real terms, the fiscal constraints and the logic of homogeneity were powerful 
forces that impacted on change and innovation. The scope for change at Bee was 
framed within broader system-level policies and imperatives. In other words, including 
year seven students at Bee was a pragmatic solution to a management problem that was 
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subsequently recontextualised within the middle schooling discourse. The study raises 
the question of whether the role of the community was intended as a strategy for 
community endorsement of the proposed changes, thereby giving political legitimacy to 
system-initiated change, or to provide scope for the community to genuinely exercise 
power in respect to local education decisions. The example of the contestations 
associated with the provision of post compulsory programmes at Bee is illustrative of 
these tensions. It was clear that at the end of the day the government had to make 
economically and politically defensible decisions about the system as a whole, rather than 
considering individual school communities in isolation. At the same time, EDWA and the 
government were navigating the tenuous political situation in a marginal electorate. 
Whilst policy researchers have advocated a model of decentralised welfare 
society, where the notion of community has been advanced as the basis for a revived 
welfare state (Olssen, 1996; Peters & Marshall, 1996) and a basis for rebuilding 
communities (Atkinson, 1994) this study illustrates the delicate balance between the 
pursuit of the egalitarian project through community led school reforms and those 
initiated and controlled by the State. While there was strong evidence of neoconservative 
policies governing many of the decisions made at Bee, there was equally evidence that 
some EDWA policy officers were genuinely committed to the notion of community 
empowerment (Peters & Marshall, 1996). The community consultation process was 
clearly being steered by EDWA and the government. Nonetheless, the process was 
effective in encouraging and promoting a sense of cohesion and community (Olssen, 
ibid.) for the students, teachers and community members of Ballajura. A core issue 
raised in the study is the extent to which the notion of community participation can result 
in genuinely shared power and responsibility to determine educational decisions at the 
local level. The struggles associated with community participation exemplified 'the 
changing relationships between constraint and agency and their interpenetration' (Ball, 
1994:21). The power relations were tenuously balanced in order to ensure that EDWA 
could 'manage' the 'community consultation' processes (EDW A SO 8) whilst giving the 
appearance that power was being handed over to the Ballajura community. As Codd 
(1988) suggests, 'if people believe that political decisions are the result of public 
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discussion, and if they have the right to contribute to that discussion, then they are most 
likely to accept rather than resist existing power relationships' (p.237). 
9.4 BCC and System Level Impacts 
Even in their nascent form, policy changes at Bee were to have a significant impact on 
the overall system. The Local Area Planning Policy (EDWA, 1996) incorporated the 
concept of middle schooling as a major platform for the restructuring of secondary 
schools within individual districts. Subsequent restructuring of education districts has 
resulted in closure of a number of schools and the establishment of new middle schools 
and senior campuses (Angus, 2000). In all cases to date, middle schools have included 
year 8-10 students rather than the atypical arrangement of including year seven students 
as was the case at Bee. At the time of opening Bee however, no middle school policy 
existed. Rather, what was evident through the interviews with senior EDWA officers, is 
that 'middle schooling' served the purpose of accommodating year seven students from 
the overcrowded local primary schools. The inclusion of year seven students and the 
employment of primary teachers alongside secondary teachers meant that new 
pedagogical arrangements could be legitimised within a 'pilot project'. Once tested, 
middle schooling then became a viable organisational alternative: 
Ballajura became a lighthouse school. It gave the 
Department an opportu'nity to test whether new 
arrangements were practically possible in the local 
context. From that, lessons were learned. The system 
re-evaluated the building processes and improved on 
them in later designs. (EDW A SO 8) 
At the same time, the notion of 'community' signalled a change to collaborative teaching 
models that were a radical departure from the traditional faculty arrangements in Western 
Australian secondary schools. 
In terms of policy theory, it is clear that the adoption of policies that circulate 
within international and national arenas (such as devolution, community participation and 
local management of schools), without due attention to the local complexities and 
historical meanings is likely to be fraught. The example of merit selection of teachers is 
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a case in point. Whilst at Bee changes to recruitment practices were ostensibly aimed at 
providing greater local control for the selection of teachers, at the system level the policy 
is untenable. The size and geographical vastness of W A means that there are many 
schools that could not be staffed using a merit-based staff selection process. The 'stick 
and carrot' arrangement, whereby teachers are provided with incentives such as 
permanency for time spent in rural, remote and low socio-economic schools, ensures that 
all schools are adequately staffed. Whilst merit selection of teachers was introduced at 
Bee, it is clear that the concerns raised by the State School Teachers' Union (SSTUW A 
1) relating to the broader effects on the system were not considered fully. 
9.5 Redefining the role of the Principal and Teacher 
Restructuring of EDWA embodied changing patterns of governance ill respect to 
principals' and teachers' work. Individual goals were closely aligned to those of the 
school and the work of principals and teachers was recontextualised within the new 
discourse of community responsiveness and flexibility. Site-based merit selection 
accented the relationship between the local school community and the principal's and 
teacher's capacity to demonstrate commitment to the local community, and at the same 
time, implement new pedagogical practices. Site-based merit selection coupled with 
performance management represented a new means of institutional and corporate control. 
'Empowering teachers' through smaller teams, encouraging flexibility and responsiveness 
and the use of constructivist pedagogies were also part of the discourse aimed at 
increasing the accountability of teachers. As Popkewitz suggests: 
The significance of the strategies of reform in the 
problem of governing are in their intrusive qualities. 
The potential of constructivist discourses results from 
their linking people's knowledge of the world with 
institutional 'goals' in a manner which enables them to 
feel satisfied that the process will effectively reap 
personal as well as social ends. Inscribed in the 
concrete technologies of pedagogy are the correct 
dispositions and capabilities to be self-regulating and 
policing, so that the individual teacher is, ... not only 
able but also 'inclined'. (Popkewitz, 1996 :43) 
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This was a decisive shift in the monitoring and management of principals and teachers. 
Because of the lack of control of teachers since the introduction of Better Schools, at the 
time of opening BCC, EDWA was reintroducing a system of monitoring that was 
contingent on demonstrating particular dispositions towards team work and collaboration. 
In the event that the principal's or teachers' performance was deemed 'unsatisfactory' then 
the principal or superintendent could invoke the right to non-renewal of tenure. In this 
way, there were new meanings created which carried clear messages relating to new 
systems of inclusion and exclusion. Those teachers who met the requirements of the 
school were included - the pedagogical and collaborative practices became normalised. 
Those who were unable or unwilling to accommodate the required changes were 
excluded - they either chose to leave the school or were 'advised' to leave. From a 
Foucauldian perspective, we can say that the disciplining was not total, nor was it 
coercive. Rather, the production of knowledge positions (of the collaborative, 
interdisciplinary, team teacher/ principal who was responsive to the community) 
produced new power relations and new regulatory principles. EDWA used the school to 
'push the boundaries' (EDW A PO 1) of change in order to restructure the recruitment and 
performance management policies, without prior consultation with the Union. It is not 
surprising that the SSTUWA vehemently opposed the changes and directed much of the 
opposition towards BCC. 
9.6 Policy Making, Meaning Making and School Buildings 
The study demonstrates that the buildings at BCC were a crucial part in mobilising 
support for the changes proposed by EDW A. As modem, 'hi-tech' facilities that were 
designed not just for student but also community use, the buildings were significant in the 
ideological steering that was taking place. Notwithstanding the changing meanings being 
built into the school, there were competing discourses that carried ideological and 
historical traces to previous hegemonies. In Chapter 8, the strong influences of 
established policies relating to the building of new schools were indicated. Through the 
use of social semiotic analysis I demonstrated the tensions between the articulation and 
implementation of policy. It was within this context that the data indicated the struggle 
that occurred between established traditions associated with the building of secondary 
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schools 'to fonnula' as opposed to building secondary schools as innovative alternative 
sites for the twenty first century. What was evident from the data, was that secondary 
school buildings are infused with meanings that are intimately linked to established 
values and practices of secondary schooling. School change researchers are often in a 
quandary about the powerful regulating force of the 'grammar' (Tyack and Tobin, 1994) 
and the attrition of change (Fink, 1997) in secondary schools. This study demonstrates 
that if education systems are genuinely interested in disrupting existing hegemonies, the 
funding for schools must take into account the controlling forces exerted by some policy 
texts (e.g. fonnula for spatial allocations relating to subjects). Contestations that occurred 
in response to proposed changes to buildings at BCC did give rise to changes to the 
organisational structures of the school. Allocating additional space for home- rooms was 
critical in disrupting existing patterns of student movement and the faculty structure. 
These changes were tenuously balanced within established arrangements relating to costs 
and the culture of secondary schools, which served as powerful forces in the overall 
impulse for change and innovation at BCC. Since building BCC, EDWA has embarked 
on a major capital works programme exploring a range of alternative configurations for 
secondary schools. Not only have the BCC buildings changed the standard for new 
schools, they have also infonned capital works upgrades in existing schools. The tangible 
nature of the buildings was critical in developing new meanings of secondary schooling 
and community participation. 
9.7 Reflection on the Research Methods - Researching Policy from a 
Social Semiotic Perspective 
In Chapter one I suggested that social semiotics provides a theoretical and analytical tool 
for theorising how meanings are constructing in relation to policy changes. Social 
semiotics works from the foundation that meanings are not in the text or in the message, 
but rather that any text contains semiotic materials which the speaker, hearer, viewer 
draws on to make their own new meaning. Meanings are not however 'transparent' 
(Hodge & Kress, 1988 :262) in a text or other semiotic object. Different meanings are 
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made according to individual dispositions and histories, and the particular social context. 
Texts therefore carry different meaning potentials. In the context of this thesis, a social 
semiotic theory of texts provided the frame for understanding and theorising how policies 
are mediated and transformed by different sign makers, often resulting in conflicts and 
contestations. That is, policies clearly undergo a process of 'transformation-in-use, a 
constant remaking' (Kress, 1999 :4). Social semiotics offered the theoretical, analytical 
and methodological means for interrogating the vast array of signs that combine to give 
meaning to the concept of change and innovation. The form of semiotics employed in 
this thesis, social semiotics, crucially offered the means of connecting the macro-
structures that formed 'the environment' with the micro-structures of the textual objects, 
which form the data for the thesis. 
What is important in this thesis is that at the time of opening Bee there were 
multiple policy agendas simultaneously intersecting. Models such as those proposed by 
Bowe et al. (1992), Fulcher (1989) and Taylor (1997) whilst showing some level of 
dynamism, do not in my view, capture the complex intertextual relationships within and 
between policy texts. In this thesis I have demonstrated that policies are not uni-
dimensional, nor are they implemented in a linear way: they are constantly mediated and 
transformed through a wide range of discourses and ideologies which intersect, clash and 
meld. Fairclough, (1998) states: 'Discourses and texts which occur within them have 
histories, they belong to historical series and the interpretation of intertextual context is a 
matter of deciding which series a text belongs to, and therefore can be taken as common 
ground for participants, or presupposed (p.1S2, original emphasis). Throughout the study 
I have demonstrated that meanings were not transparent, nor could they be interpreted in 
isolation from other texts that were circulating at the time. As an example, 'middle 
schooling' was conflated with new meanings about curriculum and community 
participation, staff selection, performance management and Local Area Planning. While 
each of these policies had their own trajectory they were not separate. They were 
simultaneously constituted by and constitutive of other policies. 
Individuals within the EDWA bureaucracy viewed policies such as 'middle 
schooling' from different perspectives and mediated and transformed the concept 
according to his or her own portfolios and personal interests. Some EDWA policy 
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makers viewed the inclusion of year seven students and the introduction of middle 
schooling as an enabling and desirable strategy: others viewed it as a 'mistake', 
suggesting that the additional costs were unsustainable within a homogeneous system. 
Given that many EDW A bureaucrats were directly involved in the school the often 
contradictory perspectives resulted in a high degree of uncertainty and many 
contestations. 
At the school level mediating and transforming the myriad of policies required the 
navigation of multiple ideological positions in order to reframe new policies within the 
already semiotised culture of secondary schooling. Inside the belly of the policy process 
was quite different to the policy makers' reality. At the school level, we were not only 
mediating conflicts and struggles that related to the central bureaucracy (e.g. will wei 
won't we have year 11 and 12 students at Bee, despite previous promises?) we were also 
mediating these uncertainties with teachers, students and the community. 
9.8 The Newness Factor 
Research on new schools (Fink, 1997; Fletcher et aL, 1985; Hargreaves, 1986; Woods, 
1979) contrasts the exciting visions, optimism and ambitious plans with the pressures and 
micropolitics of establishing relationships, developing school based policies from the 
ground up, purchasing resources and building a strong sense of community in a school 
that has no previous history. Typically new schools experience early pressure from other 
schools and teachers (Fink, 1997) because of the 'fishbowl factor' and this was certainly 
the case at Bee. The fact that Bee was a new school provided a different policy context 
to that of an established schooL As Spooner (1998) suggests, implementing change and 
innovation in a new school setting is quite different to implementing change in 
established schools. The multiple policy changes being implemented at Bee closely 
parallel those occurring in New Zealand at the time. Peters and Marshall's (1996) account 
highlights the discourses that were circulating internationally at the time. They cite 
Roger Douglas, a New Zealand Minister for Finance who said 'Implement reform by 
quantum leaps. Moving step by step lets vested interests mobilise. Big packages 
neutralise them. Speed is essentiaL It is impossible to move too fast. ... Use 
consultation as a means to improve the implementation of reforms' (p.69). The study has 
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indicated that there was clear evidence that policy changes were implemented rapidly and 
across a broad front at BCC. The combination of policy changes worked in the ongoing 
semiosis. The fact that the changes were so extensive meant that there was a disposition 
for a radical reshaping of lower secondary education. Recruiting primary and secondary 
teachers, changing employment conditions, structuring curriculum around an Outcomes 
Based and interdisciplinary model and involving the community all suggested to teachers 
and the community that things were going to be different at the school. As one of the 
senior policy makers. who were interviewed, changes at BCC were designed 'to send a 
message to the system as a whole, that things were going to be different' (EDWA SO 2). 
Because the school was a new school there was greater scope for moving to new 
paradigms. However, the study demonstrates that even given the 'space' for change and 
innovation, with the apparent support of the State, historical practices and existing 
hegemonies were powerful forces to be contended with. 
Whilst the newness factor may suggest that the study does not have direct 
relevance to other school settings, the fact is, that in the current policy contexts in 
Australia, New Zealand, the UK and the USA schools are simultaneously dealing with 
multiple policy agendas that are all directed at reforms similar to those discussed in this 
study. Devolution, Outcomes-based learning, centralised accountability, performance 
management and community participation are all key themes in educational policy 
research (Carnoy, 1995; Dale, 1997; Marginson, 1997; Popkewitz, 1996; Whitty, 1997a). 
The lessons learned from this study are therefore instructive because they provide new 
insights that are rarely documented or discussed in educational policy research. 
9.9 Reflections on my own epistemological journey 
Thomas (1993) posits that there are two essential questions that should guide critical 
reflexivity. 'The fIrst is, what is the truth quotient of the study?' (Thomas, 1993 :47). This 
question throws into relief the importance of examining our own values that influence the 
conduct of the research. In choosing to undertake research on the establishment of BCC, 
from the outset I was aware of the unorthodox position that I was adopting as researcher 
of the school at which I was Foundation Principal. I have been unable to fmd any similar 
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case studies that include Principal's accounts of change and innovation in the context of 
establishing new and innovative schools, other than Dean Fink's (1997) research of Lord 
Byron High School, a school at which Fink was a foundation staff member and later 
senior manager. I believe that my own study is important because it provides a unique 
way of engaging in research on school change and policy development which has not to 
my knowledge, been undertaken before. By adopting a practitioner/researcher position, I 
had a unique vantage point from which to describe the process of 'on the ground' change 
and innovation. 
In adopting a social semiotic approach it is important to recognIse that the 
question of truth can only be established in terms of the representations; the texts that 
have been the focus of the study. Kress and VanLeeuwen suggest: 
From the point of view of social semiotics, truth is a 
construct of semiosis, and as such the truth of a 
particular social group, arising from the values and 
beliefs of that group. As long as the message forms an 
apt expression of these beliefs, communication 
proceeds in an umemarkable, 'felicitous' fashion. 
(Kress & van Leeuwen, 1996 :159-160) 
I have been fully aware that I was part of the research process - I was both subject 
and researcher. My own agency in the establishment of BCC clearly influenced the 
framing of the research questions, the methods chosen and the final account. The 
autobiographical components of the research, including the vignettes and much of the 
data analysis provide the depth and variety often missing in research studies on change 
and innovation. 
My position as Foundation Principal provided me with the opportunity to be 
involved in the establishment of the school over a period of almost three years. This time 
spanned the early planning stages through to the fully operational stage when the school 
had almost one thousand students. As principal, I had privileged access to documents and 
policy makers who contributed valuable insights for the study. However, my 'privileged 
position' did create vulnerability for me as researcher and also posed some ethical 
dilemmas. Given my long history and association with EDWA it was quite some time 
before I could distance myself from the research site in order to critically analyse the 
data. 
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The selection of vignettes as well as 'principal texts' posed dilemmas in terms of 
the representation of myself, as well as the portrayal of EDWA within the research. The 
research questions required me to make judgements about how change and innovation 
were to be represented at Bee and within the broader policy contexts of the State 
education system. There is no doubt that I could have selected texts that sanitised the 
account and focussed exclusively on the 'exciting innovations'. By focussing on 
contestations I was adopting a more critical stance that was directed at uncovering the 
power relationships within the policy processes. 
From a personal point of view I had to distance myself from the experience of 
establishing the school and also that of EDW A employee, in order to adopt a critical 
researcher position. Having invested an enormous amount of personal energy into the 
establishment of the school, I also had to contend with the dilemma of constructing an 
'authentic representation' (de Molder, 1999 :251). That said, in undertaking research on 
the school at which I was Foundation Principal I have come to understand the 
complexities associated with change and innovation in a far more critical light. 
Relocating to England provided a 'second distancing' (Todorov, 1984) that was important 
in clarifying my own role in the establishment of Bee. Whilst inside the process of 
establishing and leading a new secondary school, it was difficult to reflect on the 
processes that were taking place around me. In the process of researching and writing the 
thesis I have returned 'home' with a different subjective positioning to that of a school 
principal: 
Second distancing: I return home - this return can be 
purely mental or physical as well - but this 'home' is 
less close to me than it was before: I can now cast at it 
the look of a foreigner, comparable to that which I 
turned on the foreign society. Does this mean that I 
have become split into two, half a Persian in Paris and 
half a Parisian in Persia? No, unless I succumb to 
schizophrenia: my two halves communicate with each 
other, they look for common ground, translate for each 
other until they understand each other. 
(Todorov, 1984:4) 
Throughout the course of writing this thesis, I have consistently come back to 
Todorov's quotation in order to understand how the process of researching the 
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establishment of Bee has forced issues of reflection on my different roles as principal 
and now researcher. In the course of working at the school I was completely preoccupied 
with the day to day demands that every principal faces in the management of a large 
secondary school. Re-reading my journal of one day in April 1994 reveals one hundred 
and twenty seven entries relating to the school day which started at seven in the morning 
and ended with a P & e meeting at eleven at night. There are entries relating to the 
mundane, the urgent, the 'can wait' the 'pass on'. There are entries relating to curriculum 
meetings, team meetings, parent meetings. There is a reference to my comforting a 
distressed child alleging abuse by her father, preparing briefings for the P & e meeting, 
struggling to fmd teacher relief, managing a crisis associated with a student injury - a 
kneecap protruding and the mother demanding that I not call an ambulance because she 
did not have insurance; remembering a loved one's birthday. All these events are 
interwoven with events relating to individual students, curriculum, resources, teachers' 
needs and expectations that the community had of the school. Whilst these events are the 
'real world' of schools, there was little or no time to reflect on just exactly was happening, 
and why many of the policy changes that were being implemented at the school were so 
difficult. 'Second distancing' (op.cit.) allowed me the space to view the processes of 
establishing the school in a more critical way - to interrogate the data from the position of 
'researcher' and to ask questions from a different perspective - to look beyond my own 
experience to the broader policy contexts in which the school was established. 
Thomas (ibid.) poses a second important question relating to reflexivity: how 
might the study be different were it to be redone? In reflecting on this question the 
immediate response was a counter question: redone by whom? The most obvious answer 
to such a question is that such a project could not be 'redone'. The research was 
undertaken in a particular period of time as part of my own biography and within the 
historical context of EDW A. Reflection on this question requires 'holding a dialogue 
with time' (Giddens, 1991 :77) in such a way as to imagine alternative realities, 
opportunities and lived experiences (Van Manen, 1990). 
In considering the question further, there are a number of theoretical and 
methodological considerations that should be addressed. In the event that an entirely 
different researcher 'an outsider' adopted a participant observer position, shadowed me 
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for the period of the research, undertook the same interviews and documentary analysis I 
suspect that the fmdings may be different. In light of the discussion above, an outsider 
would not have the same access to documents nor perhaps to the most senior policy 
makers of EDW A. Negotiating access to senior government bureaucrats is a difficult 
process. An outsider would also not have had the same knowledge of the politics and 
practices associated with EDWA - they would not have belonged to the same speech 
community and would likely have received a sanitised 'public servant's' account of the 
events. An outsider would also not have lived the experience - they would be viewing 
the experience from a different subjective position. 
There are a number of areas in which the research could have been improved. 
Each of the analytical chapters could have been expanded to a complete thesis in itself. 
The breadth and variety of data meant that it was necessary to bracket out areas of study. 
For example, it would have been of benefit to expand the interview data to include 
parents and community representatives in order to evaluate the extent to which parents 
and community representatives perceived their role in the process of establishing Bee. 
There was also a potential thesis on the impact of the State initiated curriculum changes, 
another major policy change being implemented at the time of opening the school. 
The second question posed of the critical ethnographer by Thomas (ibid.) relates 
to the 'so what' question. The challenge of this question is for the researcher to reflect on 
the effects of the research and the social implications of the fmdings. 
Whilst the research was conducted in Perth, one of the most isolated cities in the 
world, there are parallels that can be drawn from the study. The study interrogates the 
space between articulated policy intentions and the actual unfolding of these policy 
intentions within the 'here and now' of establishing a new school. The study illustrates 
the multiple policy agendas that were the focus of change at Bee. Many of these 
policies were directly related to changes in the political and social contexts at the time of 
opening the school. The context of a new school provided EDW A with the opportunity 
to push the boundaries of change and innovation in ways that were beyond that which 
might be implemented in an established school. A number of studies of new schools 
(Fletcher et aI., 1985; Fullan et aI., 1972; Hargreaves, 1986) illustrate the complexities of 
introducing new arrangements in secondary schools. 
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This study has demonstrated that in the context of Western Australia, the 
education bureaucracy was moving on a broad front of change which included the 
rewriting of not one, but multiple policies. There was a consequential chain to changing 
one policy that required the reworking of other policies in order to accommodate the 
initial change. The metaphor that comes to mind is that of throwing a handful of pea-
gravel into a pool - the concentric circles of each ripple inevitably converge and influence 
that of the surrounding ripples. In some cases the convergence is quite direct and 
specific, in other cases there is a peripheral influence. 
In terms of discourse, the metaphor serves to illustrate how signs gain currency 
through intertextual connections and are gradually naturalised into the discourse. 
Introducing middle schooling had a direct impact on curriculum. It raised questions 
about who was qualified to teach what subjects, the question of DOTT differentials 
between primary and secondary teachers, and the need for the 'selection' of 'specialist 
teachers'. In the same way, there was a consequential chain associated with the 
introduction of the 'community' focus. The sign 'community' served as an ambivalent 
term that could be used to encourage parents and the community into the schooL At the 
same time, the term was used to restructure the working arrangements of teachers in 
secondary schools, to focus on changes to the organisational arrangements and the 
emphasis on interdisciplinary models for lower secondary students. As I demonstrated in 
Chapter seven, changing the selection processes for teachers and the principal 
immediately threw into relief the question of performance management. It was clear 
from the data that EDW A had not mapped the consequential changes associated with the 
initial policy changes being implemented at the schooL It was only when contestations 
arose that the policy consequences could be responded to. In many cases, the process 
was one of crisis management rather than a coherent and strategic response. In the words 
of one of the interviewees, 'it wasn't policy on the run, it was policy on the sprint' 
(EDWAPO 1). 
The transformative processes resulted in a constant interaction between meanings 
and every text, every word every utterance had traces of previous texts within them. The 
notion of 'innovation' carried meanings that were quite distinctive, for different branches 
of EDW A. The human resources branch for example, interpreted 'innovation' in the 
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sense that they could graft their own policy changes onto the design of the school. 
Curriculum superintendents and consultants interpreted 'innovation' from the perspective 
of curriculum. As a 'system school' BCC was the ideal site for trialing a whole raft of new 
policies at a single site. As one interviewee suggested: 
(I)f Ballajura was opened in 5 years time it would 
have been a lot easier for you, because more would 
have been in place I think. 
But possibly not, because if there hadn't been a 
Ballajura lots of issues wouldn't have been dealt with. 
We wouldn't have actually known that this is an issue, 
the school grant issue, that the HR (human resource) 
issue about the conditions for primary and secondary 
is an issue, you know. So there's a sense that it had to 
happen so things came to an immediate head and had 
to be dealt with. (EDWA CC 1) 
This 'heteroglossia' (Bakhtin, 1981, cited in Threadgold, 1997: 67) resulted in new 
meanings being constructed within the context of establishing BCC. The words however 
did not carry universal and transparent meanings. As Macdonell (1986) suggests, 'words 
change their meaning from one discourse to another, and conflicting discourses develop 
even when there is a supposedly common language' (p. 45). At BCC the remaking of 
meanings of secondary schooling were intimately related to the changing policy contexts 
of the State. Take for example the word 'flexibility' in relation to local school selection. 
In Chapter seven I demonstrated that for EDWA, the term 'flexibility' signified greater 
autonomy at the school level; it provided the opportunity for principals to select teachers 
who were 'suited' to the ethos and philosophy of the school and to allow for greater 
participation by the community. It also allowed for new recruitment conditions to be 
introduced which increased the scope for control and surveillance of principals and 
teachers. For the SSTUW A, 'flexibility' represented a threat to established practices. 
Flexibility meant a challenge to teachers' employment conditions: as the SSTUW A 
interviewee said, 'flexibility became a dirty word' (SSTUW AI). In terms of curriculum 
writers, 'flexibility' meant changes to the way in which teachers and students worked. For 
the architects of the school, 'flexibility' not only meant building spaces that would reflect 
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the curriculum changes but also building spaces that could be used by the community in 
new ways. In other situations, the 'flexibility' that afforded the BCC community the 
opportunity to 'decide to implement middle schooling' had serious implications associated 
with the economics oflonger term funding for the school and the issue of homogeneity of 
costs across the system. Within the policy arena, there were multiple ideological struggles 
taking place, and these struggles occurred within and across discourses. In the process, 
'words changed their meaning according to the positions from which they [were] used' 
(Macdonell, 1986 :47). The study has shown that policy processes associated with 
change at BCC appeared untidy, serendipitous and haphazard (Ball 1994a: 24). However 
there is little doubt that BCC was viewed by policy makers and politicians as a testing 
ground for a number of policies which had been evolving during the preceding ten or 
more years. The thesis demonstrates the complex and often contradictory matrix of 
changes being implemented in a system that was simultaneously moving towards local 
management of schools whilst at the same time, increasing the level of centralised control 
(Grace, 1997). 
9.10 Implications for Future Research 
Whilst new schools have been used in other countries and other contexts as lighthouses 
for change and innovation in general, the literature suggests that such a strategy is not the 
most effective means of changing an education system (Fink, 1997). Whilst there is much 
research on the effects of changes such as devolution of decision making in other parts of 
the world (Whitty, 1997b) there is no research on the effects of devolution reforms in 
terms of students' learning in W A. Changes being implemented in W A for the fIrst time 
at BCC, including the introduction of middle schooling, greater community participation 
and merit selection of teachers and the principal were all connected to the broader agenda 
of devolution. In the ongoing process of semiosis new meanings were being constructed 
about what it is to be a teacher, a student, a policy offIcer and a community member in a 
rapidly devolving system. 
Despite the growing acceptance of middle schooling as an alternative model for 
lower secondary education (Angus, 2000), there is no Western Australian research that 
evaluates the effectiveness of this model. An evaluation of the effects of middle 
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schooling is essential. I am not suggesting a narrow assessment of the school along 
traditional 'school effectiveness' which have been criticised extensively (cf.Slee, Weiner, 
& Tomlinson, 1998). I am suggesting a far more thorough evaluation of BCC and other 
middle schools, in order to interrogate the broader effects of the policy changes that were 
adopted. Future research must include an assessment of how the new meanings of 
secondary schooling, which have gained valence within the education system since the 
opening of BCC not only impact on students' achievement but also on their lived 
experience (Van Manen, 1990) of secondary schooling. 
Finally, I suggest the need for research that investigates the impacts of the 
'community consultation' and focus on community at BCC. There are increasing calls for 
an invigorated role of communities in the planning and operation of schools. In New 
Zealand, the US and England and Wales there have been a variety of responses to such a 
call (Whitty, 1997 a ) Whitty (ibid.) for example, cites Hargreaves who urges that 'we 
need a new discourse that joins the themes of collaboration, care, commitment and 
community to those of difference, equity, rights, dialogue, and a wider sense of 
community' (p. 307). Some policy researchers are somewhat cynical of governments 
involving communities in educational decision making (Codd, 1988) suggesting that it is 
a ruse for winning support for political changes. Others are calling for a model that is 
based on 'authentic and genuine dialogical agreement' (Peters & Marshall, 1996 :134). At 
BCC we were living examples of the tensions and uncertainties associated with the 
notion of 'community participation', a term that abounds in current educational discourse. 
At BCC the term 'community' was used variously, both as an enabling and a controlling 
concept in the policy process. Change and innovation was materialised within these 
conflicting discourses. Nonetheless, the philosophy of 'the community' has permeated the 
curriculum and the positioning of the school in respect to the community. The questions 
that need further researching are those that Whitty (1997) poses: 'what are the 
appropriate constituencies through which to express community interests ... ? What do we 
mean by communities? What forms of democracy can express their complexity? How 
do we develop a radical pluralist conception of citizenship that involves creating unity 
without denying specificity (p.307)?' These questions force issues associated with the 
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role of the State in detennining the direction of community participation in the public 
education sector. 
In tenns of policy theory, this study demonstrates that the intersection of multiple 
policies threw into relief the complexity of implementing change within a highly 
centralised system that was moving towards a more devolved model. From the 
perspective of Bowe et al.s' policy model, there is clearly a far greater level of complexity 
than the implementation of a single policy. The homologies between policy discourses 
meant that policy was being contested and changed across a broad front. It was also clear 
that the State played a major role in the redefinition of secondary schooling within the 
public education system. We should note however, that while the central bureaucracy 
and the government were allegedly devolving decision making and accountability to the 
Ballajura community it was very much a case of what Dale (1997) calls 'licensed 
departure' (p.280). There were clearly constraints on what could be decided and how the 
local community could participate in the school. Fiscal controls and electoral imperatives 
ultimately drove the school-education bureaucracy relationship. The 'decision by' the 
Ballajura community to adopt a middle school model was undoubtedly affected by 
broader EDW A policies. If EDW A had built a new primary school in the district to 
accommodate the excess primary students it is highly likely that middle schooling would 
have carried different meanings. The point is that the overall motivation to reduce public 
expenditure was a strongly motivating factor in the 'community participation' process at 
Ballajura. Were student numbers not an issue, it is highly unlikely that the middle school 
option would have been considered as an alternative for year seven students. Clearly the 
extent to which the local Ballajura community could decide the options for their 
children's secondary schooling were governed by imperatives for efficiency. 'Goal 
steering' (Popkewitz, 1996 :42) was directed at solving the crowding problems and at the 
same time, convincing the community that the middle schooling alternative was one that 
was educationally 'innovative'. 
9.11 In Conclusion 
As I reach the end of this thesis I am forced to reflect on the process of designing, 
opening, running and then researching a new secondary school. It should be evident from 
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the thesis that the 'double historicity' (Wulf, 1996) of which I spoke in the fIrst Chapter 
has involved an enonnous personal journey. In the fIrst instance, the process of opening 
a new school in a highly volatile political climate provided enonnous challenges. Any 
principal or teacher who has worked in a new school would know that the day to day 
running of a school requires imagination, compassion, high levels of energy and the 
capacity to solve multiple problems. At BCC, the overriding emphasis for school leaders, 
teachers and community members was the quality of the relationships and the teaching 
and learning. 
In my position of researcher, I have taken a different position to that of a 
secondary principal, and have interrogated not just my own agency but also that of others, 
in the opening of BCC. It is this second positioning that has required me to look 
critically at the data and to understand how the processes of change and innovation were 
constructed in and through discourses. In theorising the process I have come to view my 
own part in the opening of BCC from an entirely different position to that of Foundation 
PrincipaL I came to the study believing that the school was a testimony to the 'art of the 
possible'. I left the school believing that students, teachers and the community were 
actively involved in a vibrant environment that offers new and exciting ways for young 
people to make the transition from primary to secondary schooling. The school is well 
resourced, equipped with magnifIcent facilities and is a central focus for the community. 
Whilst there were clearly contestations arising from the policy changes, they were 
equally enabling in a number of areas. Teachers and students at BCC were collectively 
involved in new and innovative curriculum models that have endured past the fIrst flush 
of energy and excitement. The community is closely involved in the school, which now 
serves as an example for middle schools and community involvement across the State of 
W A, and further afIeld. 
I have not changed my view of the schooL I am now far more critical of the 
processes involved in the establishment of BCC and recognise that there was a strong 
agenda for change and innovation that was linked to a radical reshaping of the State 
education system. It is diffIcult to pass judgement on the 'effectiveness' of the policy 
strategies used in establishing BCe. It is clear that there was a meta policy at work, 
aimed at increasing central control whilst devolving responsibility and increasing 
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diversity within the system. Nonetheless, historical contingencies weigh heavily on a 
highly centralised system. The study indicates a strongly centralised agenda for 
managing diversity with the rhetoric of choice, flexibility and community participation 
being selectively used to manage system and government imperatives. 
Jean Rudduck (1991) suggests that case study research assists teachers to develop 
critical judgements about their art and can serve as an important focus to improve the 
quality of teaching and learning. She also suggests that it is necessary for practitioners to 
claim their right to school research in order to 'demystify' the research process and to 
'liberate curiosity and generate intellectual excitement' (p. 105). I would add that 
practioner research provides essential insights into policy processes as they unfold within 
the day to day reality of the school. Living through a period of transition and using this 
experience as the focus for my research has provided a fundamentally different view of 
policy processes in action (Ozga, 2000). 
In focussing the analysis on policy processes I have demonstrated that the 'sign 
work' (Fuller, 2000) of educational policy does not reside within a single finalised text. 
The 'two important issues of textual history and power, both individual and institutional' 
(Fuller, ibid.) are essential considerations for policy analysis and 
.. , at any given moment of its historical existence, 
language is heteroglot from top to bottom: it 
represents the co-existence of socio-ideological 
contradictions between the present and the past, 
between different epochs of the past, between different 
socio-ideological groups in the present, between 
tendencies, schools, circles and so forth, all given a 
bodily form. These 'languages' of heteroglossia 
intersect each other in a variety of ways, forming new 
socially typifying 'languages'. 
(Bakhtin, cited in Fuller, 2000 :83) 
The new 'socially typifying languages' of which Bakhtin speaks are evident in the 
changes that were materialised at Bee and have since permeated the Western Australian 
public education system. These changes had their origins in a multitude of texts that 
circulated the educational arena in the years preceding the opening of the school. New 
meanings at Bee were framed by policies of the State, both past and present, and it was 
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within the school context that they were realised. 
Many school change advocates suggest that teachers should be at the forefront of 
innovation through 'skilled change agentry' (Fullan, 1993 in Datnow, 1998 :10) and 
'indigenous invention' (Datnow, ibid.). At Bee, the school leadership team, teachers 
and the community were significant agents in realising new meanings of secondary 
schooling at Bee. It was at the local school level within the context of practice (Bowe et 
aI., 1992) that new policies relating to middle schooling, curriculum, recruitment and the 
notion of 'community' were materialised. The unsung heroes of this story are the Bee 
staff and community members who grappled with new policy agendas in a time of 
unprecedented change and industrial action, in order to breath life into a school that now 
stands as a testimony to the 'art of the possible'. But that's another thesis. 
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APPENDIX 1 - LIST OF INTERVIEWEES 
Portfolio 
1. EDW A Senior Officer 
2. EDWA Senior Officer 
3. EDWA Curriculum Consultant 
4. EDWA Senior Officer 
S. EDWA Policy Officer (Human Resources) 
6. EDW A Senior Secondary Principal 
7. EDWA Senior Officer 
8. Executive member State School Teachers Union 
9. EDWA Curriculum Consultant 
10. EDWA Curriculum Consultant 
11. EDW A Policy Officer (Buildings and Facilities) 
12. EDW A Curriculum Consultant 
13. EDWA Curriculum Consultant 
14. EDWA Curriculum Consultant 
IS. EDWA Senior Officer 
16. EDW A Senior Officer 
17. EDWA Senior Officer 
18. EDWA Senior Officer 
19. Architectural Project Officer 
20. EDW A Senior Officer 
Coded Identity 
EDWASO 1 
EDWASO 8 
EDWACC 1 
EDWASO 2 
EDWAPO 1 
EDWASP 1 
EDWAS03 
SSTUWA 1 
EDWACC2 
EDWACC3 
EDWAP02 
EDWACC4 
EDWACCS 
EDWACC6 
EDWAS04 
EDWASOS 
EDWAS06 
EDWAS07 
APL 1 
EDWAS09 
EDW A SO - EDWA Senior Officer - Interviewees in this category were in the most 
senior positions, including the Director General and Senior Policy Officers with 
portfolios relevant to curriculum and strategic planning. 
EDW A PO - EDWA Policy Officers - Interviewees in this category held posts that were 
below the level of Senior Officer. These policy officers were middle managers with 
portfolios relating to Human Resources and Buildings and Facilities. 
EDWA CC - EDWA Curriculum Consultant - Interviewees in this category were 
responsible for contributing to policy development and providing strategic advice to 
Senior Officers, Policy Officers and Schools. 
APL - Architectural Project Officer - The interviewee was employed by the government 
architectural department (The Building Management Authority of West em Australia-
BMA). 
EDW A SP - EDWA Senior Secondary Principal - The interviewee was a principal at a 
nearby secondary school and was closely involved in the early planning and development 
of BCC, including participating on the Steering Committee. 
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APPENDIX 2 
Parents' input urged 
TH E BalbiufCl com-
munity wIll' play :l rna-, 
jor rok in plClnning J 
ne\\.' high school 'j-or 
the area. 
Throuah an innova-
tive consultation process. 
residents will help decide 
. Early Close 
For C/assifieds 
ADVERTISERS 
PLEASE NOTE: 
with the Founc:al'cn 
Day publiC nolicay 
tailing nex t Moncay 
June 1, our c:asslhed 
booking deaC!lnes 'NIH 
be brouCht lorwarc to 
12.00 neon Saturdav 
May 30 . 
Ring now 
227 6744 
1 
( 
what curriculum and f:l-
cili.ics :w: provided at 
the school. which is ex-
pe·.::::J to open wllhin 
iour vears on the corner 
of I113w:ml Crescent and 
Cassowary Drive. 
Preliminary planning 
bepn last week. with a 
m:::::ting of affected 
school principals. Educa-
tion :Vlinistry representa-
tives arrd members of the 
Building Management 
Authority's architectural 
division. 
Discussions will h<: 
e.,,:ended over the ne:<t 
few months to include in-
put from parents and .he 
wider community. 
Suggestions will then 
be translated into draw-
ings for furth~r con-
sider:llion. ' 
Ministry p.lanning 
manager Peter Barrett 
said the Ball<lJura people 
had;) re;)1 opportunity to 
decide what th\!y wanted 
in a ne .... school. 
"There ar\! opportu-
nities for all sorts of 
things to be: undertaken." 
he said. 
"we will listen to an v 
proposals the communi'-
ty has to offer. 
"Thev con decide on 
. the type ot" <:du<.:otlon 
they think is appropriote 
for their kids." 
:vir Barn:tt 5<\Id con-
struction or St;II.!.C onc or 
the school .... l)uld cost 
S I 0 million. Final works 
would boost the total COSt 
to almost 520 million. 
He expected 200 stu-
dents would enrol in the 
first term, with a further 
200 every following year. 
"That will gr.id~ally 
'AGE 12 - EASTERN SUBURBS REPORTER MA Y 26. 1992 l Parents asked 
! for school j'deas 
• From page 1 
"Our stafT will in-
cre::J.Se by at kost tive. 
"The school did reoch 
a population of 1400 in 
its earl" davs so it con 
I accommodate that manv 
students. . 
. "Once you t:xcecd 
that number you start to 
put increased pressure on 
permanent facilities like 
toilets, canteen and 
library." 
Mr Smith said he 
would like to see the Bal-
lajura community in-
volved in planning its 
'new school. 
He suggested facili-
ties like a swimming pool 
and theJtre could be in-
corporated into the de-
sign and made available 
for public use after 
schoo) hours. 
"If we give the com-
. munity the chance to 
have a say I believe the 
end result will be much 
better for everybody," he 
said. i 
build up and hy the tl me 
the school gets up to Year 
12 it wOlild probably be 
tokin~ almost 300 Year 
Ss." he s:!id. 
Morle" Senior Hiah 
School princip:!l GrJeme 
Smith. who is t:!king part 
in the plan:ling process. 
welcomed plans for a 
8:1lbjur:l high school. 
He s:!id it would eose 
the prcssure on Morkv 
SHS which was expected 
to reach full cJpacity 
nex t year. 
Almost .!O ;xr cer.t of 
his stude'nts were from 
the Balbjura area, 
"Ne:<t veor. when our 
numbers i.o :!bove 1400. 
we will be-into temporJry 
accommodation like de-
mountables and tran-
sportables:' he said. , \ 
• More page 12 
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APPENDIX 3 
EXISTING SYSTEM 
BIG TRANSITION 
Change of school site 
Change of leQrning style 
Many changes of teachers 
Children move to a new site which has a different work environment and a culture in which the 
chad fits to the organisation of the senior school. The move breaks the continuity of learning. 
Paternal Env~onment ~C" IErid~pende·nt W6rk· 
~ C ~ nwonment 
CHILDREN 
H 
A 
N 
G 
E YOUNb ADULTS 
PROPOSED MODEL 
Paternal 
Enviroomenc 
Pastoral 
Environment 
Independent 'y./ ork 
EnvironmerX 
CHILDREN ADOLESCENTS YOUHG ADULTS 
~~.Change 01 tite Change of learnlOg ttvle 
I rans:t:on IS graoual ana hnke to Integrateo cumc:.Jl~m continuity 
Jeff will be at the Ballajura Community Library at the. following times 
to answer questions about the Community Campus and Middle School 
concept. A plan of the school wiII also be on display. 
MONDAY 16 AUGUST lOAM - 2PM 
TUESDAY 17 AUGUST lOAM -12NOON & 3PM - 5Pl\1 
THURSDAY 19 AUGUST lOAM -12NOON & 3PM - 8PM 
On Wednesday 18 August, Jeff wiII be at Alinjarra Primary School 
from 8.15 - 10.15 AM and at Illawarra from 2.30 - 3.30 PM 
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ISSUES THAT IIAVE BEEN RAISED BY PARENTS CONCERNrNG 
THE PROPOSAL FOR YEAR 7 STUDENTS TO BE PART OF A 
MIDDLE SCHOOL ON THE BALWuRA COMMUNITY 
CAMPUS FOR 1995 
I. Students who will be going onto year 8 at another 
school will move schools twice in two years. 
2. Some children may not have the maturity at the end of 
year 6 to cope with a change of school environment. 
3. Younger students wiII be influenced by older students 
and the perceived social pressures this involves. 
4. Extra traveIIing involved for some children a year 
earlier than originally planned. 
5. Two groups of children wiII graduate from primary 
'school at the end of 1994. 
6. Students in Year 6 may be too young to assume 
leadership roles. 
7. Vv'hy change a system that people know and are 
comfortable with? 
IT YOU WISH TO DISCUSS ANY ISSUE RELATED TO 
THE PROPOSAL: 
1. Contact the president of your P&C Association or one of 
the parent representatives on the St~eri!lg Committe~~ 
Mcmbcrs of Coordinating Group 
Colin Bell (Illawarra P.S. parent representative on Steering Committee ) 
PH W 3271531 H 2491763 
Gracme Boardley (President, IIlawarra P.S., P&C ) 
PH 2491180 
Sue Jordan (President, Allinjara P.S., P&C) 
PH 3428925 
David McAndrew (Alinjarra P.S. parent representative on Steering 
Committee) PH 3432947 
Vicki Pbillimore (president, Ballajura P.S., P&C and parent representative 
on Steering Committee) PH 249 1855 
Jeff Phillips (Education Officer, New Secondary Schools Project. 
lvtinistry of Education ) PH 2645166 
OR 
2. Visit the Ballajura Community Library, see the plans 
and talk with an officer from the Ministry of Education. 
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APPENDIX 4 
BALLAJURA COMMUNITY CAMPUS 
PROPOSED MIDDLE SCHOOL FOR YEARS 7 8 & 9 
Information for parents with children in pre-school to year 5 classes at 
Alinjarra, Ballajura and lllawarra Primary Schools. 
THE PROPOSAL 
The Ministry of Education is planning to 
build a Community Campus on a site 
bordered by llIawarra Cr~ent and 
Cassowary Drive with the first stage ready 
for the start of the 1995 s<:hool year. 
A steering committee, which includes 
representatives from the three local 
primary school P&C's, has proposed 
that a Middle School for years 7 to 9 
be established on part of the site as the 
first stage of the campus and the school 
open in 1995 with an initial enrolment 
of both Year 7 and 8 students. 
WHAT IS A l\1IDDLE SCHOOL? 
• A Middle School is.a unique part of 
a campus with separate classrooms, 
canteen, toilets and socialising areas 
- designed to meet the needs of 
adolescents whose ages range 
between 11 and 15 years. 
• Special facilities and teachers are 
provided to ensure: 
1. A sheltered pastoral care 
environment for younger students. 
2. Greater time is spent on 
increasing learning skills before 
selecting senior-school subjects. 
3. Continuing the same Year 7 
curriculum and specialist programs 
while using advanced technologies 
and learning methods. 
WHAT ARE THE ADVANTAGES? 
1. Year 7 & 8 students are taught by 
teams of primary and secondary 
teachers who ensure the continuity 
of skill development in areas such 
as literacy and numeracy. 
2. Special pastoral care programs focus 
on establishing effective inter-
personal relationships between 
students and teachers. 
3. Students have access to courts & 
oval, Gymnasium, Visual and 
Performing Arts Complex, 
Technology Centre, Library and 
Science Laboratories. 
4. The transition between primary and 
secondary education is smoother 
and allows children more time to 
grow as well adjusted adolescents. 
RESEARCH FINDlliGS 
• Recent research into education has 
identified that the intellectual,' 
social, emotional and physical 
-needs of adolescents today have 
changed, while schooling structures 
designed to cater for this group 
have remaiI}ed basically the same as 
when their parents were at school. 
• Currently many schools across 
Australia and overseas are creating 
new structures and programs to 
cater for the needs of adolescents. 
• In Australia, several schools have 
implemented the ?vIiddle School 
concept and studies of these 
schools show that students have 
developed stable relationships with 
their peers and adults-and are well 
motivated to learn and succeed. 
• Past educational reform in A.ustralia 
h~ concentrated ~n the beginning of 
formal schooling (Early Childhood) and 
end (post-compulsory); the focus for 
the future is now on the middle years. 
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NO 
,. , 
If you answered NO p~ea.se,write.down your major concerns. ____________ _ 
. • .. ,,", ... ~~j.-~ .. ,:' .~) ~ ' .. .'.:'7 .;: .",.: '. 
~ ,.-
( 1= most preferred, 3= 1e3.St preferred.) 
.' .. .---
i. Open a Middle Schooi in. '19?5 with year 7 & 8 students enr~lled on a: trial ~ only. 
2. Open a traditional,S yeat;:,High School in 1995 with only year 8 students ~ the fusfintake . 
. - : :' .... - .: ": . '". . - ;::. ::- "~ 
,3. Open the sCh~{ ui\99.5 ~th 'a lo~g term commitment to the Middle' s"choof ~ncepL 
" . ::- ',-: 
:~ . ::; ~ -,' 
-.,,- ". 
~.~'" :,;': .: 
; ..... . 
. " .. '
--, ~:-: . 
:.-.. 
SECITON THREE: DECIDING ON THE PROPOSAL 
Before you answer, question 3 think about how the final recommendation should be made? 
QUESTION 3. 
How should a decision be made about the final recommendation? 
Please rank in order of preference ' ( 1= most preferred, 3= least preferred) 
A From a consensus of the combined preferences of all parents SUIVeyed? 
(Alinjarra + Ballajura + lllawarra Primary Schools) 
B As a school by school ranking. 
C By parents having individual choice over where children atten9-. 
Thank you fo(" answering this survey. . 
The information gained will be used by the Steering C'ommitt~ to deterrnke the 
tinal recommendation to the Ministry ofEducarion on the'configur3.tion of the 
. proposed BaIlajl.ini CommUnity Campus. ' '~;' ' ;, ,<.',' 
::. 
o 
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APPENDIX 6 
~l. '~ " " .... 
FROM 
··The-pre§UZJiit 
ACT ONE. 
,\t a r..:t.:e..:nt meeting u('tlll: AUMr:lli;u, Euu-
calion Uilinn Feueral r!,,'te..:t:ulive.1 rClluesh:J 
that the Fcucral Pn:!\IUelll. Sh;lran Ilurrm,\t, 
iniliale ~ctiun :\0 lhat the Feuer;!1 Guvern-
l1\t!nt withJraw:-. funoln£: from the: flc~jhjl­
uy in SI.:'h'Hliing. rrojC,"l. It is rC1,!reltablc Ih~lI 
!<ouch actiun i:-. tlece..:~sary, but the EUul.:atiuJ1 
Dep;1rtment i~ misu~ing :l Federal Govern-
menr initiative to (ullu:lmcIll:llly unuennine 
leacher .1nu at.hniniSlr:llOr worJ,;in~ c(uuJi .. 
1I0n~. 
In t993. Slate ~nd Territory Te~cher Un-
ions anu the Fedcr:ll Government agreed to 
set up the N;1tion:ll Schools Network (NSN) 
to '''prmnole thc improvement or tc;".:hil1g 
and Ie:J(nin~ for all Australian stUucnb .. ·, 
This improvement w:ls to be achieved by 
• reform of work organis:uion :lnu related 
pedagogy. and the e<tabli<hment of ~ 
more supportive ~n\'ironl11cnt, 
Each Stale e>t~blishe" a Project and a Co-
ordinating COlnmitt~c as :l sub set or th«: 
:-15:-1. In WA this Project was c"lIed the 
. Flexibility In Schooling Project (FISP). 
The: guidelines for particip:uian in the: NSN 
includeu th~t there be equal union :lnu em· 
player repres<:nt:ltives on the Committee. 
\V«!~tc!rn Austraii:l was the unJ)' state where 
this uiu nut happen. The SSTU refu:\cd to 
panicip:lte in the Project due to concerns 
expres:o;«:d anu nlatiom. carrieu :ll Annu;!1 
Conf~rel1(e 19~J :1OU that only une SSTU 
repre,,~nl:l[i\'e ",a:o' to be on the Cummittee. 
al:'." include:: staff ag.reem~11I ahm.n ;tny r.c .. 
f\!rl1l proc:.::r-.s. ~ntl 
-an undcr...tanding amI ;1cceptancc uf the 
inuustrial righls ;uuJ n::-.rl(lnsihililk~ of .;111 
partic:-..- During the first four lI1onlhs~lf lhis 
yl!:lr it c:une to our aUl!ntion that a nUl11ber (if 
school projects did nO[ have the full support 
of staff :and th:lt industrial issues were not 
being fully considered. 
THE DEMISE OF PERMANENCY, PROMOTION AND TRANSFER 
Thi~ culmin:nccJ with two cOl1unuoity b~l!i-c:d 
'lcering cnnlllliucc' suomitling. pwpu.<i:lh tu 
Ihe r:e'i11 Ctll11t1tiuc\,." tt):tpptlinllhc I'rtlldp:lh:u 
two new CtllIIl11uttllics schouls. U"lhtjur;J auu 
\V;lrnI1nl. The Pnn.,,:ip:lIs to hI.! pl';ICCU on cun .. 
,r:ICI with pt.°rl"onn;u\I,:c ;tpp(;th;11 hcflm: lhe 
contract i:-. rcuewcu. 
THIS IS A MAJOR CHANGE TO PER-
MANENCY, PROMOTION AND TRANS-
FER RIGHTS. 
The SSTU il\:-.i~h:U on urg~nl l.;lIk!\ with the 
Dep:Jrtlllenl tn ensure profcs~i()na1 uno incJus-
lri;1l ruaucrs n:I;11l!u to these two new po~itions 
were net;miatcu anu agreed" Despite the:r-.e talks 
the Dep:lrtmr:nl ignored the Union's requl!st ror 
a negotiated amJ ag.rc:ed po!ooitioll and continued 
with Ihc ..IppOInltnen". 
ThcSSTU inuncoiately luugr:dan Olpplicatin" 
in the Indu~Hrial Rel:llions Commissiun to h:Jve 
the appointmcnts :mu process overthruwn. \\'~ 
arc sdll awaiting that decision, 
The: SSTU E:\ct.·utivc decided that my!-df and 
Ru~s Pr;,m fwm the Euucatiun Committee ~houlJ 
act as ob!o.cn.'crs un the FIS Project C01llmillc-e 
to monitor .. 1,at i:i h:Jppcning an<.1 what prnjcct:-. 
are being JPprove..:u. At our nrst meeting (July) 
th~ Prim:ipal!' of thn:e new primary :-.choo!:, 
suggested in a onc page letter to the FIS Projl!ct 
Co-ordi n:ttor that they were intercSll!u in :l ne ...... 
selection proce:;!i- (l1r staff :;u the three new 
:-.choob. I ~l,JtCtJ :,l( the timc that the '''SSTU 
woultl :oeek 1\) bluw :IOY such prup()sal outllfll .. .: 
water'". COIlt.:crn wasalsucxpres.sedhy ';lllumN:r 
of Commiocc melllber:-.. In the end [he Cum· 
mince ;,;grec-J that lhe three schuuls would he 
invited 10 b~ ft:Jrti..:iralin~ :-.chools but no <.1.:d .. 
!\iull W;;IS 1TI~ld~ 10 ~uppnrt :H1y"nc:w ~a:lll ,e..:k,:· 
;;" .. j.ll''''I.:;o.:o-. 
I.:III! ill "u~u,t il t.::llue ttl Illy :ltlcnlitullh:Ullt" 
l1ll1y \I.::I!\ Ihe..: DCP:U1I1tl'Ul pco\.·t.'cding will\ th.: 
applkaliort from the..: 11m:\! sdmuls hut lh:u 
~lI\\lIhcr ~i:\ ,dlonb wt.·n: 10 lx' indudcd in IIh.'ril 
SclC\.:'lioll hy tl1dh·idllal :..dh~lls :lS well. UI~e..:lIl 
w.i1. .. !- ...... erc rt."quc:,\led wilh the I)':P:lrt11le..:rll hut 
before the: partic:~ coulu mcet the Dcparullc:lH 
advertised thl.! positions. 
Yet again """C will usc the Inuu!\trial Relations 
Cornll1i~!\iHn l~l prevent this uccurrins. 
Expression of Interest 
FIc:dhility inSchoulil1!:! flrojel:f SdcCh:cJ S ... 'hool Tran ... !'cr 1995· TC:lI.:hill!:! Po,itions 
l1mkr the Fle~ihilily in S~huoljnt: Pruject t FISP) the..: following :-.chouls hJVC ncgoli;1lcd 
lh.llle~cher vac:tl1cic:-. fur the I'N5 ,..:hOtli year will he on Ihl.! ha!\is of utent selel.:'uuJ1 by 
Ihe iluJi""idual ~chuul. 
The- pnK:C~~ aPI1licu hy .... d"~ll:-. will l:llnlt.nll lothe clolual Enipluyillclli 0pporlunity Act. 
t:xprc,",jons or intcre..::--I arC" calku fur any teaching pOSTlions which may occur J.t the: 
fulluwing ~chools: 
BallajuraCHS·1lricJt:t'luwn H-S JI .. II~ He:Ju PS· Kinru!\~ PS" Kuof:tna PS Merriwa PS-
Sawyer' Valley PS· Wambro CHS" Withers PS -NeW School 1995 A ~chool initi:lted 
h:at:her !l.elcetion prol.l!'ss will: 
enable schools 10 develop ~eft:ction criteria appropriate to the p<.Irticular vacancy. 
enable increasc:u ne..:~ibili'y for int.lividu31 $chools to :apply the "'merit :;clection" prt)ce~s 
so as In aUr:J,,1 tcacher, \\"ho";:111 OCI1l01l"'lr:,1Ie..: a t,;ul11J1tltll1cnl to that ~chuors nceth and 
purpo!\C. 
en~ble a beller m~tch between the progr~m< delivered hy the school and the skil/s 
required of the indi,,·idu:11 teacher, (Euuc:ation Circular Sc!ptcmber 1994, P.8) 
Ob\"j(lll!-Iy the Euucatiull Dep.mlllcnt i:-. not 
pn:p;lrcd Itl wait for the IRe uecision regan.1-
ing: lh\! principal positions at \Varnbro ~ntJ 
llall:Jjur.1. The Dep:1nl1lc1l1 has dedueuln pu:r-.h 
ahcau with it:. devolution agc:nua ';lOu in the 
pmccss. crcate funhl!r uisruplion anu dish:1r· 
mony. 
A nUOlbc:rofslaffat neighbouring SdlOOls to 
the: new :-.choois, arc extrcmely angry. The 
sl;;lf( h~l\·C put up with ovcrcrowuing in their 
~hoob f(lr vears, knowin\.! that a ncw ~chool 
waS to be- bu1lt.ManyhOlve purchilscd hOl1ll!s in 
thc-cmnillunity a.'\ they were e:tpceting. tran~f~r 
rights. 
~k·1l1her!oo" thi!<o is nu(hin~ hUI UI.!'\.°uIUlhHl \. ia 
;:~.; : ...... !..",t""I. jll~ e!-p~,"I~II~ r~pugnant a!\ we 
WL'fl! ;111 pwrni!\(;'d hy th~ ~linl!\h:r th:1I there..: 
wOIII~1 h\.· I1U rurther tkvtllUl10n lImil thc 
tlnlTm~n CUll1miuct! has rcportcd. Ont."c :Ig:.tin 
we s~e the re;11 a!:!cn<.1;'l .. v;.II1u:i1iM1\ ur uur 'I~ue 
eliucatiurl :-.y:..tcm by ~te:tlth. 
Hiring of :-.IOIIT:u Ihe IOC:lllc\'d. hy Prim."ipal 
ur Schuul Boaru .. is the beginning ur <1u\"crtiscu 
fix.eu term cuntr:lctsanu (he consequent I()ss of 
pcrmOlnency, promotion antJ transfer rights. 
If this h yel anolher example of yuur Icatl..:r· 
~hip Mr IJlack then lei OIC tc:1I you we don't 
want it, A~ prores~ion:tls \vcdo not expect to 
be tre:ltcu as Homes \Vcst clients. As e<.1uc;1· 
tors we expect to sec the :1oministrative 
wing. of our profession, the: Educ:1tion De-
partment, to f,ght for the profession, light 
for our professional rishts .. fight ror appro· 
pri:ate conditions and tight for quality edu-
c;;Ition, Then an<.1 only then can we expect to 
aHrOlct ;1ntl retain highly qU:1lified commit-
led peopk to the profession. - (J 
To you ~1r Moore, as Minister. we S;1Y -, 
overturn ED\V A 'stlecisions until your Com· 
mittel: .. "The :-o.tinistt"ri31 Independent As· 
!\eS~ll1enl Grnup on D~\,,(llution" ~t up l.lst 
~:.:.;o: by j'\J,.. 0\1 plu\tiul! YOll wlln .... u1depc:nd· 
ent :ldvice nn 1"X1h:nlial future dcvclopmenl.c; 
in dc"'oluthll'''' (lctter ttl Prim:ipals rrom 
:":.lrl1l Horrl11;J;n .. Ch:urper:-.on,u;JlecJ31 MolY 
1993) .. h:l!\ rCp<"lrieu. To not U(1 ," will be;1 
dc'lf !\il:!";ti lu le:ll.:'hers .. 111<.1 ~ltlI11ini:-.traturs 
th~l1 your worJ :11l<.1 a!oo!\Urances. 3re. worth ... 
Ic!-s. 
Membcr:-. .. pll!ast: keep yourscI\'c~ fully 
informed on the above m.lUer.;, ui~cus.s the 
issues ;J;t yuur br;lnch meeting.' anu wh;;a.1 
a&.:tion Y0':l will be prepare:d to suppan. 
At a special forum convened by the Building and Construction Industry Employment Training Council (IETC), 
heads or industry, employers, indostry consultants and unions were unanimous in their opposition to 'tV ADOT's 
proposals to relocate carpentry and joinery courses away from Leedervillc TAFE College. ' 
Mr Terry Smith, representing Moore anu Hill was Jt a loss to explain. after staling thal "industry had been consulted", why no one 
3t lhl.! meeting or the: JETC had any knowlcugc uf .such cOnSUll:ltion. W ADOT ha<.1 been caught out. 
A represenl:ltive from the housins industry indicOltetl th:lt the propo!\:ll to relocate to Sal!;a TAFE, one orthc most poorly :lcce:osible 
colleges in the mctro arca, coul<.1 involve ;1pprentices in;1n 1& hour day . because of travel problems. There were moral and sociJI ethics 
at ~t::1k..::. h~ suicJ anu W ADOT necucd \0 have: more: concern ror its. .... diems· ... 
Other issues such as in;,;ucquatc space .. poor pl:lIlning. overcrowuing. I.:ostly travel anu lack of aceeS.' to accommodation ror cOUntry 
basc:u apprentices werc r;1ised as :.ub::.tantial concern:. thOlt needed to be: adt.lrl!sseo before any relocation proceeded. 
The forum W;1S nOt sali.~fiecl with the responses givc:n by Mr Smith .J.nd indicated that a working group be set up to address and give 
input on the proposals. 
Forum pruiscs (IUality o(TA1;'E le:&chcrs 
When Mr Smith St;1h:<.1 (hat teaching starf needed to change and UPU;llC their skills. as P;1rt. of his reilsoning for relocation, it was 
refreShing to he::aremployers refute his statemem. by indic:lting th;1[ the training facilities and teachers in W.A. were the best in Australia 
• something the other States eouldn't match. 
Industry represenutivc::s were apP.'llied to hear that leachi:lgslaffhad not even been consulteo over the proposed shift and many simply 
could not believe lh:n the: whole issue had been managed so poorly. - 3y Vice ... President !"tatt Farrell. 
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Generic High School Brief - Policy and Procedures 
SECTION: 1.2 BACKGROUND AND ~ROPOSAL 
The Education Department ofWA requiresa new secondary school to be constructed at 
1.2.01 The \VA Government School System 
The secondary school is .part of the two phase system of education in WA government 
schools. 
Children may commence schooling in a year they turn five at a pre-primary centre. All 
students attend a primary school from Year 1 to Year 7 and commence secondary 
education in Year 8. In the secondary system, students complete three years of 
compulsory education from Year 8 to Year 10 and themajority continue with the post-
compulsory stage of education in Years 11 and 12. Senior secondary schools provide a 
comprehensive education program for students for Year S to 12. This enabies students 
to graduate \vith a Certificate of Secondary Education at the end of Year 12. 
In the metropolitan area primary schools are generally located to be within the 
immediate neighbourhood area: Secondary schools serve several neighbourhood and are 
normally located centrally within the larger district. Community access and use of 
school buildings including sports halls, performing artS theatres, playing fields and hard 
courts is encouraged. 
The W A system is moving towards devolution of authority and responsibility to schools 
to increase their flexibility to meet the need of students no\v and in the future. This will 
result in greater autonomy for secondary schools to determine areas of curriculum 
specialisation, school organisation and type and use of facilities. Consultation with the 
community to establish a school ethos and shared facilities is an essential element in the 
design process. 
1.2.02 The Building 
As a fully developed comprehensive secondary school the buildings accommodate 
approximately ........... students and .............. teaching and ancillary staff. Varying 
configurations will apply depending upon the structure and organisation of the school. 
The school will comprise a library resources centre, general learning areas, facilities for 
the study or science, technology, media visual and performing arts and physic:lI 
education, as well as facilities for students to have lunches, and administration and 
support facilities for the total complex. The Bllilding should form a complex of units 
located to enabie easy tr:lvel bet\veen and within the components 
The buildings should be located in such a manner as to cre3.te pleasant are3..S for social 
pt..;rposes or informal te3..ching, such as courtyards and other external facilities, ta.tcing 
account of often severe weather features. The whole site should present a pleasing and 
functional environment in keeping with its location in the district. 
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All people spaces (other than the specified exceptions) must have windows and take 
advantage of views of the local natural or man made environments. Rectangular as well 
as square teaching spaces of varying sizes, staff accommodation and stores may be used 
to prevent a too .......... pattern of geometric formality. The buildings should be of such 
design and materials as to create a non-institutional environment, which is pleasant and 
friendly for students, staff and parents. Attention should be given to the nature of 
different materials in particular areas, ego the robustness of wall structures and materials 
in corridor areas. Access to and within the building should be uncomplicated and easy 
for all the main entrance should be clearly signalled in a design sense. 
1.2.03 Site Planning and Development 
The complex and its surrounds should present a sense of identity appropriate to a 
community facility \vithin its local and regional environment. 
The complex and its landscape should be designed on environmentally sound and 
appropriate principals, including energy and resource conservation. Consideration 
should be given to the preservation of "natural" environments and systems. 
The site should be designed with an easy efficient vehicular and pedestrian circulation 
system, internally and ex:emally. 
External spaces should be designed to function under all climate conditions and for a 
variety of purposes induding teaching and recreational activities. 
The design should fully consider maintenance requirements and sustainability. 
1.2.04 The Environment 
The environmental design of the high school is to address: 
• The impact of the building on the environment; 
• The impact of the environment on the building, and 
• The impact of buildings on proposed activities. 
A. The impact of buildings on the environmenr can be generally considered in terms of 
global and local issues. Global environmental concerns include issues such as 
greenhouse effect, ozone depletion, and the depletion of natural resources. Local 
environmental issues include noise and general pollution, waste managemem, v.:ater 
management and biological issues. 
To address these issues the design is to ensure that the developmem is to be compatible 
\vith the abiiity of the erl\·ironr:1cnt to sustain the proposed developmem and associated 
activities. As su~h consideration is to be given to: 
• 
• 
Design for energy efficiency incorporating natural ventilation, daylighting, solar 
control and thermal insulation/mass; 
Design responsive to the biological environment; - water conservation, biological 
diversity; 
Design for noise control, micimisation of vandalism, and waste management. 323 
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The impact oj the environment on the building is more readily recognised and 
involves the protection of people (occupants) and their activities. It is therefore 
essential that a climatic design approach be taken to ensure that the building 
responds in an energy efficient way and tempers the elements for the benefit and 
comfort of occupants. The climatic design is to address issues of: 
Orientation 
Wind control 
Solar control 
The impact of the building on proposed activities is generally considered within the 
environmental design. Areas to be considered include: 
Acoustics: Speech Privacy 
Reverberation 
Noise intrusion - (traffic, aircraft, industrial) 
DOSffiVA Hearing Conservation regulations 
• Thermal: Climatic design 
• Health: 
Thermal comfort 
Thermal performance of building elements 
SOi2.i control 
Natural ventilation 
Daylighting 
ivunimising of energy use 
Indoor air quality 
Building Hazards (materials e.g. ?-$bestos, solvents etc.) 
• Human Circulation spaces and waiting areas 
Movement Entrance and exit points 
ivfo\·ement!storage of equipment and goods 
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SECTION: 2 COST GUIDELINES 
2.01 School Budget 
The proposed total budget for the high school is $ ................... . 
This budget includes but is not restricted to the following: 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
Building Works 
Site works and Servicing 
Headworks Charges 
Loose fU111iture 
Equipment 
Fixrures 
Bore and Reticulation 
Landscape 
Government Fees, Charges, Levies 
Professional Fees 
Security, P A/TV and Telecommunications 
2.02 Budget Control 
The a£ent is to exercise a hi£h level of bud£et control a.'1d is to ensure the buildin£s 
- - - -
are economical to run and maimain. Some suggestions are:-
• Simple well designed and detailed building fabric. 
• No excessive volumes. 
• N aturallight, heat, ventilation systems. 
• Compact designs to reduce floor area and site coverage. 
• Adaptable to changing technological needs. 
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SECTION: 3 SCHEDULE OF AREAS 
3.01 Overall Functional Relationships 
3.01.1 The Library Resou.rce Centre 
The Library Resources Cenrre is to be cenrrally located in the complex and must be 
easily accessible from the General Learning Areas and Specialist Areas so that 
studentS and staff can make ready use of the services, materials and equipment 
available. 
The Library should be able to be used without other areas of the school being open. 
It may also serve as the communication cenrre for Internet and a Local Area Network. 
3.01.2 General Learning Areas 
The General Le:::lI7',ing Areas contain the largest concenrratlon of students in the 
school. Class grOUDS will £enerallv be of the order of 32 s:udents ar.d each teachin£ _... _ J .... 
space will be fully occupied for approximately 90 percent of the tirr.e. There will be 
little moveme:1L ~f pupils to and from the area d~ring lesson periods. bUi: regrouping 
of students will occur within the section at any time to meet the requiremer.ts of 
teachers follo\t,:ing their own lesson procedures. 
The teaching spaces must caterfor a variety of fonnal arId infor.nal a..rrangements of 
study groups under direct teacher supervision. 
Their requirements may vary from school to school bue should be evident from the 
schaar:! ethos sr:ate:nent. 
The students will be required to move regularly to the Library and the Specialist 
Areas in the school. The General Learning Areas should be located, with respect to 
the rest of the school, so that a minimum of time is lost to movement between 
learning sessions. 
3.01.3 Science Area 
The requirements for the safe disLribution, use and maintenance of a wide v3..fiety of 
expensive equipmerH and materials, together- with the ser:ices required for power, 
water, gas and was~e dispos::u are bcsL met by grouping the science f3.ciiities, 
includin£ Dre:J3...f3.[lon and stOr3.£e. in one block of the school. The location of th::: _ 10. .. _ • 
faculty should pcc:-:-,[[ c::.sy 3.c:css to groups of s[udenrs rror71 the ,>:.thole compkx. 
Tnere is also 3. need w recognise th::: increasing demands of the hortic:.llture :lnd 
environmental scie:-:ces. These sciences reauire :J. suit2.ble location for recvciin£, 
'" . ~ -
vegetable and pl:lm propagation and green house activities. Appropriate tacilities that 
meet these requirements, and be close to outdoor are:lS, can best be provided when all 
science and associated areas are loc:lted at ground floor level. 
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3.01.4 Technology Area (T A,E) 
Materials Technology, Food and Textiles and Infonnation Technology facilities will 
be used by both large and smaller srructured class groups. A central design area 
integrating these three areas will act as the focal point in the educational program of 
"design, make and appraise". The area should be at ground floor level and located for 
convenient access by students as well as vehicles making deliveries of timber, metals, 
etc. 
Additionally, the community may use this facility out of school hours. 
Due to the high level of technology, panicularly computers. used in these areas some 
form of dedicated security provision is required. 
3.01.5 The Ans - Performing Ans, Visual Ans and 
Media Resource Centre 
Performing AILS subjects have need for special acoustic isol:Hioi\ and should be 
grouped together. Vis'-!3.l . .;ns subjects need specialist st'..lcio facilities, with access to 
Performing .-\Its. ~ kdia Resource Cenrre and an external 2Iea perhaps associated with 
technology. 
The iv1edia Resou::ce Centre needs to be accessible from the whole schooi for use by 
all subject areas. 
3.01.6 Admillistra!io': Are::!. end Swdent Sen'ices 
The Administration .~ea should form an integral part of the school and have a direct 
relationship with the front enrrance so that its location is obvious to visitOrs. S.tudent 
Services should be readily accessible:': to all students and to some extent integrated 
with administration. Health education and some community service agents may also 
be located in this 2Sta p::micularly if the school's ethos focuses on sharing such 
facilities v,'ith the community. 
3.01.7 Physical Educa.Tion - Health Education 
The Physical Education and Sports Hall Area will be grot.:ped as a single complex. It 
will comprise the gymnastics and games hall and possible are3. for Health Education. 
Some of the ac:ivities will be noisy and the 3.rea should be located. so as nO( to C3.use 
disturbance to S:LuCe,HS in other school areas. Other activiLies require a close 
association with oll;:door pl3.ying fields. All of the facilities wiLl be required for out of 
hours use by the community and for ease of security shoeld be in one building 
sharing cor...mO;l. e:-.::-::.r . .:es. Convenient car parking should be co;:siderec.. 
3.01.8 Ca/Hecl! a!!d CO\'t!rt!.:i Area. 
Tne building should be designed with a pleasant and inviting Canteen and Covered 
Luncheon Area, adjacent a sheltered counyard space. This area should be easily 
accessible from major traffic flows within the school. It is likely that where the brief 
calls for a separation of a middle school and upper school there would be some de~e 
of differentiation in facilities, hours of opening, goods for purchase, etc. 327 
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3.02 Overall Schedule oj Areas Net Briefed Areas 
Area Schedule 
SECTION 4 - A DI\.f[NISTRATION 
Public Foyer 
Student Foyer 
Reception/General Oftlce 
Reprographics/S [orage 
Principal 
Re g istr:J.f 
E.S.C Principal 
Interview 
Offices 
Staff Common Room 
Kitchenette 
Male Staff W.C 
Female Staff \V.e. 
Cleaner 
SECTION 5 - STUDENT SERVICES 
Reception/Foyer 
Store 
Cleaner 
Office 
Waiting Area (sick bay) 
Nurse 
Treatment Room 
Sick Rooms 
Shower/Toilet (Disabled) 
SECTION 6-SUB SCHOOL FACILITIES 
Foyer 
SLlff Studies/Kit Alcove 
Co lleg iate 
Offices 
Interview 
Office 
Flexibie 0 ffice Sp:lC~ 
Resource Book Store 
Reprographics Alcove 
M::.le Staff W.e. 
Female St:1ff W.e. 
Cleaners Store 
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No. a/Spaces 
1 
1 
1 
I 
1 
1 
1 
3 
1 
1 
1 
4 
2 
1 
3 
3 
3 
:3 
:; 
-' 
Area m::' 
')-
-) 
15 
80 
60 
20 
15 
20 
15 
15 
180 
8 
S 
S 
., 
..,. 
5 
4 
14 
1-+ 
14 
1.' . ..,. 
12 
6 
12 
54 
20 
12 
12 
12 
30 
20 
3 
S 
S 
4 
Total 
Area m~ 
25 
15 
80 
60 
20 
15 
20 
15 
45 
ISO 
S 
S 
8 
4 
503 
24 
5 
A 
... 
56 
14 
14 
14 
24 
6 
161 
36 
162 
60 
36 
36 
12 
30 
20 
9 
..,. 
--
.., .. 
--
12 
461 
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Generic High School Brief - Preliminaries 
Area Schedule' 
SECTION 7-EDUCATIONAL SUPPORT 
CENTRE (ESC) 
Principal - included in Administration 
Le:J..ming Area 
Ther3py Room 
Toilet/Shower 
Store 
SECTION 8-12 - LEAR;\'ING AREAS (fA) 
Le:J..ming Are:J. 
Seminar 
Resource Are:J. 
Storagc 
.Technician 
Technician's S (ore 
Tiered Auditorium 
Cleaner 
Sink Alcovc 
SECTIOl"l13-LlBRARY RESOURCE CENTRE 
Library Resource . .;rC:J. 
Control Work .A.rca 
Entry and Desk Circulation 
Library Adm inistration . .;rea 
A.V Work Room 
Communications - PABX 
Student Group Room 
Cleaner 
SECTION 14-TECHNOLOGY & ENTERPRISE 
Resource .-\rea 
Design Studio 
Staff Studies 
Dark Room 
Kitchenette 
Storage 
Cleaner 
SECTION 15-JfATERIA.LS TECHNOLOGY 
Materials Studio 
Machine Room;:'b(crials Store 
Model Store 
To.ol Store 
Equipment Store 
Mechatronics L:J.boratory 
Graphics Studio 
No. of Spaces 
3 
1 
1 
3 
20 
4 
4 
4 
1 
4 
4 
1 
1 
Area m1 Total Area m! 
40 
16 
20 
6 
6:. 
40 
60 
65 
12 
12 
120 
.. 
.,. 
3.5 
4S0 
45 
30 
,,-
-) 
15 
10 
30 
A 
"T 
v-O 
45 
45 
12 
6 
20 
2S0 
65 
30 
1'2 
12 
75 
75 
120 
16 
20 
18 
174 
12S0 
160 
2J.0 
260 
12 
12 
120 
16 
I.! 
211-1 
480 
A -
.,.) 
30 
-,-
-) 
15 
10 
30 
4 
639 
140 
45 
45 
12 
6 
20 
4 
2S0 
65 
30 
12 
12 
75 
75 
549 
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Generic High School Brief - Preliminaries 
Area Schedule No. of Sp:J.ces Area m2 Total 
Are:J. m2 
SECTION 16-INFORMATION TECHNOLOGY 
Computer L:lbor:ltory 1 75 75 
Business Laboratory 1 75 75 
Flexible Laboratory 1 75 75 
Seminar 1 40 40 
Store 1 12 12 
277 
SECTION 17-TEXTILES AND FOOD 
Food Technology 1 95 95 
Human Development Labor:ltory 1 95 95 
Preparation Area 1 ,0 18 10 
Pantry. 1 10 10 
Store (Food) . 1 8 8 
Textiles 95 95 
Stores (Textiles) 2 8 16 
Fitting Room 1 2 2 
339 
SECTION I8-AGRICULTURE 
Tool Store 1 10 10 
Fertiliser Store 1 10 10 
Covered Work Area 1 30 30 
50 
SECTION 19-5CIENCEIENVIRONMENTAL 
SCIENCE 
Laboratories (Dedicated) 3 92 276 
Laboratories (Multipurpose) 2 92 184 
Common Resource A • .re:J. 1 92 92 
Seminar 1 40 40 
Preparation Are:J. 1 50 50 
Research AreafIechnicians 1 12 12 
Chemical Store 1 5 5 
Store Room 1 5 5 
Staff Studies 36 36 
Cleaner 1 4 4 
706 
330 
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Area Schedule 
SECTION 20-VISUALARTS 
Painting & Drawing Studio 
• Art Store 
• Folio Store 
Print Making Studio 
• Art Store 
• Silk Screen Wash down 
• Print Area - Alcove 
Ceramics - Sculpture Studio 
• Green Store 
Sculpture Store 
• Kiln Room 
Dark Room - B('N 
Dark Room - Colour 
Dark Room - Store 
Gallery/Circulation 
Seminar 
A.V Store 
Collegiate 
S t.afT Studies 
Cle3J1er 
SECTION 21-PERFORAflNG ARTS 
Foyer 
Performance Space 
Chairs!Props/S tore 
Bio Box 
Ki tchenelte/S ervery 
. Green Room/Music Room 
Store Room 
Music Practice 1 
Music Practice 2 
Staff Studies 
MaleWC 
Female WC 
Shower/Toile::-DisJ.bied 
Cle:J.ner 
SECTION 22-JfEDIA RESOURCE CENTRE 
Semin:u-
Group Room 
TV/R:J.dio Studio 
Audio Control Room 
Visua.l Control Room 
Editing 
Multi-Media 
Store Room 
Staff Studies 
DSB9\MISC JS45OCGl.DOC 
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No. of Spaces 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
2 
1 
1 
1 
1 
1 
Area ml 
120 
15 
15 
100 
12 
8 
12 
100 
12 
12 
12 
20 
6 
4 
60 
40 
5 
:20 
20 
A 
...,. 
30 
200 
50 
8 
8 
105 
20 
20 
12 
2~ 
8 
8 
6 
A 
..,. 
40 
15 
50 
S 
12 
15 
30 
8 
16 
Total 
Area m2 
120 
15 
15 
100 
12 
8 
12 
100 
12 
12 
12 
20 
6 
4 
60 
40 
5 
20 
20 
4 
597 
30 
200 
50 
8 
8 
105 
20 
20 
12 
8 
8 
6 
4 
50] 
~o 
30 
50 
S 
12 
15 
30 
8 
16 
209 
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Se-=tion 3"<; 
Generic High School Brief - S eudent Services 
. SECTION:4 ADiYIINISTRATION 
DESCRIPTION: 
• 
• 
• 
The administration area contains the facilities which relate to the organisation of the 
school and its educational purpose. It promotes the welfare of students and staff 
and the development of sound relationships with the surrounding community. 
Accommodation should include areas for the school's executive staff, supporting 
clerical, storage and st3.ff amenities. 
It is the focal point of the communication process within the school and between the 
school and the community. This main address point of the school is to be easily 
identified and lead directly to the reception part of the general office. The 
Principal's office, ESC Principal's Office and Deputy Principal's office are to be 
closely related to the General Office to provide convenient access from the foyer for 
guests, visitors. parents, teachers and students. A staff room should be provided 
where all members of the staff can meet in informal and rela.xing sUr7oundings.lt 
should beclose to the administration area so as to establish closer professional 
relationships bet':Veen senior members of the staff and· their colieagues. Visitors 
parking and some staff parking should have direct access to the adminisITation. 
The link between administration and student services is an area of discussion at this 
point in time and it is likely in the future that Student Services will ta.."e on its own 
profile with most of the student personal and career counselling taking place there. 
Student Services may nO( need to be closely linked to Administration, indeed it may 
be socially advantageous to have a separation so that Student Services is much 
closer linked with the every day program of the school. 
Certainly it is a growing area of student focus whilst administration is likely to 
become more of a management focus. 
332 
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Area Schedule 
SECTION 23-TELEMATICS 
Lobby 
Sending Room 
Receiving Room 
SECTION 24-PHYSICAL EDUCATION 
Hall/Gym 
Gym Store 
Staff Studies 
Sports Store 
Mo.le Student Change 
Female Student Change 
Staff Change 
Disabled WC/Shr 
Cleaner 
SECTION 25-HEALTH EDUCATION 
H.E. Le~ing Area 
Store 
SECTION 26-CANTEEN & COVERED AREA. 
Preparation/Sales Area 
Office 
Dry Store 
Cool Room 
Cleaners Bulk Store 
Covered Area 
SECTION 27- STUDENT & STAFF 
TOILETS/SHOWERS 
SECTION 28-GARDENER 
Workshop (Office Etc.) 
Store 1 (M::lchinery. Fuel) 
Store 2 (Fertiliser Etc.) 
Ge:1eric High School Brief - P~eliminaries 
No.of Spo.ces 
1 
1 
3 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
Area m! 
8 
9 
15 
508 
30 
36 
25 
90 
90 
9 
8 
4 
80 
12 
90 
8 
8 
8 
8 
250 
Total 
Area m! 
8 
9 
45 
62 
508 
30 
36 
25 
90 
90 
9 
8 
4 
800 
80 
12 
92 
90 
8 
8 
8 
8 
250 
372 
To Code Requirements 
1 
1 
1::? 
10 
10 
Section 3-7 
1:? 
10 
10 
32 
333 i 
Generic High School Brief - S eudene Services 
SECTION: 5 STUDENT SERVICES 
DESCRIPTION: 
• 
• 
• 
Student services is an expanding area with the number of full time staff ranging in a 
smaller school from 3.5 - 7.3 in a large high school. 
Student Services enhances the teaching and learning environment of the school by 
providing advice and counselling to students and support on educational, welfare, 
health, social and career needs. 
The area is frequently involved with interaction between parents and the school, and 
the school and police and other government institutions and agencies. 
The Student Services Support Program (SSSP) is delivered by a co-ordinated tearn 
approach involving all school based personnel and linked to some 
external/community based service providers. 
• The SSSP addresses the developmental needs, goals and concerns of all students 
and involves the following personnel: 
SCHOOL BASED FTE (Full time Equivalents) POSITIONS 
• 1 x SSSP co-ordinator 
• 1 x School. Psychologist 
• 1 x School Nurse 
• 1 x Youth Education Officer (YEO) 
• x x Pastoral Care Staff (number varies according to school SITucture and 
organisatio n). 
POSSIBLE SCHOOL-BASED NON FTE POSITIONS 
• Aboriginal Liaison Officer (ALO) 
• District Youth Officer (DYO) 
• School-based Community Policing Officer 
• School Chaplain 
• School Social \Vorker(s) 
• School \Velfare Officer 
• The Students Services SuppOrt Program has three focus areas; 
• Transition 
• Pastoral Care 
• Student Devdopment and Learning 
These three areas are conce:Tled with truancy. behavioural management. crisis 
management, advoc:lcy. p::lthways management, life skill developmem. community links. 
specific needs, lear.1ing e:wironment and personal development. 
• Discussion to be hdd \vith co-ordin:ltor of Communitv Nursing. 
334 
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Generic High School Brief - Student Services 
SECTION: 5 STUDENT SERVICES 
• The medical suite need not be directly associated with student services, but the 
nurse is often the first point of contact for many students so it should be adjacent if 
not within the student services block. 
Ambulance access is necessary to the sick bay. 
• Accessibility is a keynote point for students services both for students, staff and 
parents. In so far as student services can act as a sort of 'Drop In' cenrre for 
students, some form of separate discreet access for parents, police etc would be 
required. This should be distinct from the administration enrrance. 
Confidentiality, privacy and security of information is exrremely important in this 
area. 
• Alongside this, the collegiate aspect of vocational guidance, group counselling and 
curriculum guidance should be fostered to encourage students to freely use the 
cenrre. 
• The Health Education Facility (Section 25) could become a part of the emerging 
student services centre, offering a large conference or workshop facility. Since it is 
also likely to be m~de available for a number of community uses it \l,:ould sit ver::'v' 
well in this centre. Proximity to both Performing Arts and Gymnasium would 
remain desirable. as is public accessibility to all these facilities. 
ACCESS: 
• Perfonning Arts 
• Gymnasium 
• Car Parking 
• Administration 
CONTACT: 
Curriculum Consultant - Douglas Melville Tel: 264 5037 
Jeanette Dolman Tel: 264456..+ 
Bev Vickers Tel: 264 4792 
EXAMPLES: 
American Video 
P:\PS\PER .. '.1'NP33 SET l.DOC 
Student Services in ~e\v Orleans' 
Ref: - Douglas ~vklville 
335 
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Generic High School Brief - Sub School Facilities 
SECTION: 6 SUB SCHOOL FACILITIES 
DESCRIPTION: 
• A sub school facility tends to operate like a small Collegiate Administration Centre and 
pedagogic nucleus for a number of General Learning Areas, typically from between 5-8. 
This facility includes, Offices and Interview, Staff Preparation, Collegiate Meeting 
Room, Foyer, and Staff Toilets. 
There would be nominally three or four units in a typical High School of 20 general 
learning areas, depending on classroom arrangement. 
An additional office, flexible office space and a resource book stOre extend the facility 
in one of the Sub School Centres. 
The exact layout and program for sub school facilities depends to an excent on the 
arrangement of general learning areas and the structure of the school from 3. 
management and pedagogic point of view. 
Tne following accommodation list has been based on three sub school cencres. 
DSB9lMISC lS449CG3.DOC Scction~l 
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Gen~ric High School Brief - Social Justice 
SECTION: 7 EDUCATIONAL SUPPORT CENTRE (E.S.C.) 
DESCRIPTION: 
• The objective for students with disabilities is to provide access to the physical 
environment of the whole of the school. 
• The standard Learning Area for students with intellectual disabilities should not b~ too 
rectangular (ie not too long and thin), should be capable of taking up to 15 students and 
should be located within a standard Learning l1.rea block. 
One education support Learning Area for approximately 8 General Learning Areas is a 
ratio guide. 
, Wheelchair access toilets to the new standards need to be appropriately placed around 
the campus and could be included in the sets of male and female stude:1t toilets. 
• A therapy room aI1d specialist shower/toilet room needs to be provided in a cenrr:li 
location and not adjacent a particular E.S classroom area. 
These two rooms could be built together but not necessarily so. 
Tne therapy room could be situated in the gymnasium if it is reasonabiy cena-ally 
located. 
The ESC pr.:.ncipal'-:s office should be located within the main school ac...rninisrration, 
with access to an interview room whilst other various interview rooms around the 
school in sub school administration areas can be used as required clos~r to the specific 
E.S.C. classrooms. 
• Bus access for disabled on to the site in as cenrral a place as possible is required and 
covered access from the bus drop off to all parts of the school is necessa...ry. 
• Tne prirna.ry difference between an Education Support Unit (ESU) and an Education 
Support Cenrre (ESC) is that the ESC has a specialist principal, whilst an ESU does not. 
An ESU also may not have a therapy room or a specialised tOilet/shower room beyond 
the normal disabled tOilets, depending on each case. 
CONTACT: 
Education Office:- - Pa: Joh3.:1sse:l 
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SECTION: S LEARNING AREA (LA) 
DESCRIPTION:· 
• 
• 
• 
In recent history General Teaching Areas now known as Learning Areas, have clustered 
into groups of 5 around a common activity area with a seminar room, (eg Belridge High 
School) storage and student toilets. 
With a school total of around 20 LA's there were commonly four blocks attached to one 
or other specialist block - science, ans/craft, industrial ans and business education. 
These LA blocks often took on a faculty status devoted to either en£dish, mathematics, 
lan!!Uages or social s;:udies. 
:::J ~ 
More recently at Ballajura Community High School the specialist disciplines have been 
separated from the LA blocks and collected into a school or campus "street" concept. 
The LA's have been :rrranged in pairs of 4 classroom blocks with activity area and 
seminar, connected by an open covered area with sub-school adminiscr:ltion and a 
collegiate staff/student meering place. 
This allows a variety of org:::.nisational strategies within the school, including verLical 
integration of ye:::.r g:-oups and the flexibility to suppon the transition process for 
students entering se:ondaf)' school. 
Although this has g:-eac pote;1tial for central teaching and pastor:::.l care for lCl.ver school 
students it separates the le:Ll1ing areas from the specialist ueas and in this respect lacks 
some integration for senior students. 
At Warnbro High School an upper school concept was developed where L.A's, 
Resource Areas, Group Rooms,Specialist Rooms (Viz. Tiered Lecture The3.tre) and 
specialist facilities were integrated around and along a 'pedestrian' street. 
Recent discussions about lea...lling areas with all curriculum consult:lnts on how their 
specific teaching or learning is, or will be carried out in the classrooms of the future 
seems to suggest a n:..!mber of factors: 
Teacher directed learning will lessen and change. 
• Technology w:il be used in all classrooms - L.CD Overhe3.d Projecrors 
Video 
Networked computers 
LaptOp Computers 
Group discuss:on 3.re:lS within classrooms and in smaller appropriate group rooms 
will become the norm. 
• COrruT'.on resoc:-ce areas related to a cluster of cl:lssrooms around a special subject 
- viz social stcdies, english, science etc would be highly prized in the k:lf7ling 
process. 
Integr::.tioil wi:~ all other disciplines 2.r:d access (Q :he ~'vk::ii:l Resource Ce:1rre is 
becoming esse:-.ti:ll. 
• Bl:lckout 0, "cevil1~" Drovlsions are re~L:u-ed in :-oom" whe:-e LCD :lr.d Overne:::.c. 
- .. - .. .. -
Projec:ors ::.re :.!sed. 
The l()cation ::.:-..i size of stOre rooms within each learning are:lS should. e:l:lble 
easy access ::"ro:71 classrooms and adequate stOrage of mobile trolleys as well as 
reading m::.teri::..ls and other teaching aids. Ide3.11y stOrage room should be close to 
and between St::.ff Studies and Learning Areas. 
Storage layout should be walk in ailses with shelvinO" on either side but no return 
- - :::J 
end shelving creating difficult and dead corners. 
The use of compacms along one wall would be advantageous. 338 
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SECTION: 9 MATHEMATICS 
DESCRIPTION 
Increasingly. mathematics is being seen as an integral part of the overall learning 
program within a school rather than as an isolated faculty or subject. 
Up to 10 mathematic classes may be conducted simultaneously within a large high 
school. While some clustering of classes may facilitate the use of equipment. there is a 
recognition of the need to suppOrt integration with other learning areas as much as 
possible. 
A range of technologies is now used in mathematics. These include overhead projectors, 
computers, graphics calculators. In some instances consideration will need to be given to 
networking computer facilities and access (Q information bases through facilitiessuch as 
internet. Appropriate lighting is vital in order that these technologies C2.r1 be used 
effectively. In addition, students frequently use other manipulative materials, often 
working in small groups. For this reason it is desirable that smdenLs can move around L~e 
learning environment \vlrh the opportunity (Q re:lITange furniture. 
CONTACT: 
Learning Area Suser!nte::ce:-':t - L':ne JohnsLOn Teleohone: 26~ .::326 
-. . . 
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Generic nigh Schaal Brief - English 
SECTION: ·10 ENGLISH 
DESCRIPTION: 
GeneraUy English use normal LA's and in a large high school would need 6 learning 
areas at anyone time, at leJ.st 3 with a permanent video facility. LA's now require 
darkening - blackout abiEty for video, overhead projectOr, film etc. 
English is the first subje:t are3- to pioneer small group work (4-6 studen ts) and needs 
flexible furniture, with a common open space cenrral to a cluster of LA's. 
Drama is a component of this English syllabus which includes performing, bm is separate 
from specific performing :J.I!S :lre::1. To create open space easily for group and drama 
work is a prerequisite. 
Huge quantities of books !-or 103.n to students need stor:lge, with };.;. of the stoiJ.ge for 
middle school and Ih of ,r:e scorage for upper school. A stor:!ge ::ue:l :ldj:::cen~ L.A.'s of 3.t 
least L.A size is desirable. 
Computers are becoming :!n important tool and in the not too dis~ant fun.:re eJ.ch student 
will carry their own laprcp. E:lcn cl:J.ssroom should have ne:work points to library 
resource cenrre and beyond. 
English students need work room facilities with wet areJ. for model making, se: design, 
newspaper production, film editing, video, T.V etc is critical as 1/3 of the curriculum is 
devoted to media/film/television. 
Small quiet rooms for audio work, with sound proofing and up to 5 - 6 students :lie 
required. The music rooms in the performing ans centre are ideal for this, if they C:ln be 
time tabled in. . 
Debating is an imponant element in the English curriculum and the use of an informal 
tiered auditOrium would be ideal for this. 
English has links with the::1rre arts, media, English as a second language, Libr2-ry 
Resource Cenrre and soci::11 studies, although this is largely to do with a cross set 
timetable. in the case of the later, rather than real curriculum fe:lsons. 
English sw.ff h:lve up (Q 15-16 teachers and need an area for working together eiL~er as a 
common English staff study areJ. or common conferenc~ facility. 
Tne sLaff study are3. needs par:icularly a large paper layout and coUation are::. 3.nd 
adjacent pho(Qcopier. 
CONTACT: 
Curriculum Consultant - G3s:n [vlorris Tel: 2644808 
DSB9'I.'4ISC JS449CG6.DOC 
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SECTION: 11 L.O.T.E 
DESCRIPTION: 
Until recently L.O.T.E. was a small learning area. This is now expanding with all 
primary and secondary schools expected to offer a L.O.T.E program by the year 2000. 
The learning of languages has moved from a teacher cenrred cenrred approach to student 
cenrred learning with a large proportion of classroom time spent individually or in small 
groups with a smaller teacher cenrred component. 
The focus has moved from the study of language and grammar to oral proficiency and is 
therefore a very active environment. P.actically there is a need for group areas, in high. 
schools with small media or listening posts (not language laboratOries) and access to 
technology such as computer hardware and software. 
Remote deliVery of language courses by tdemaucs, video, computer, f::LX phone and 
satellite is becoming prevalent especially in count::)· and more remote :::reas. A group of 
5-6 students with computer, telephone and fax can make up a remote 12.l'1gu::lge group. 
Alternatively a number of high schools can panicipare in a langu3.ge program directed 
and delivered by telematics from one specific shcool. 
L.O.T.E would need 3-4 LA's dedicated to language with smdems coming 3-4 times a 
week (ie shorter sessions more often). A typical class of 30 students 2.l'1d 1 teacher would 
need 1-2 computers, 2. listening postS (6 headsets) and video player. Storage of books, 
cassettes etc is necess::.ry with perhaps a trolley system to deliver books to a specific 
classroom. 
A staff of 5-6 language teachers, with 4-5 staff teaching at anyone time is required. 
L.O.T.E has links to several other LeaILling Areas in particular English and those such as 
Studies of Society and Environment and the Arts which provide a cultural context for 
language learning. 
CONTACT: 
Learning Area Supenntende:H - Pamela \1055 Tel: 2644759 
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SECTION: 12 STUDIES OF SOCIETY AND THE ENVIRONMENT 
DESCRIPTION: 
Social Studies covers a broad range of subjects, geography, economics, politics, history 
etc and is linked to a number of Learning Areas, Science, English, Technology and 
lvfedia. 
It has traditionally taken place in nonnal LA's in a teacher stand and deliver format but is 
seeking a more flexible environment for its learning to take place. 
Small group areas for self directed students, discussion areas with or without the reacher, 
group model making, computer research etc are necessary facets for the learning 
program. 
A more specific central area adjacent to the LA's with space for the above activities. 
storage of text books, atlas's, sets of broad sheets, field equipment, map and model 
storage would be an adva.. .. 1tage. The ability for a darkened room for video, overhead 
projection etc in this space or at least an adjacent LA would be a necessJ..ry requirement. 
Pin up boards for display of worK. broad sheets. maps and posters and white boards in 
small group discussion areas are necessary fixtures. 
A sink and wash up area (see sink a;cove) is also necessary for project and model making 
work. . 
The potential to use a larger lecture thearre to hold 90-100 students would be most 
advantageous for the social studies area. Tnis would allow singular delivery to a larger 
group, with subsequent tutorial groups working with teachers; and accommodate visiting 
speakers from politics, finance, environment or social services. 
In a large school (viz Kelmscot) there would be in social studies: 
NEddle school 8 - 10 5 ye3S 8 classes 
5 year 9 classes 
Upper school 11 - 12 
5 year 10 classes. 
4 geography classes 
4 histOry classes 
Access to a l\kdia Resource Cenrre for project production will become more and more 
used and Social Smdies classes need to be in close proximity to the Library Resource 
Centre. 
CONTACT: 
Learning Area Superintendent - Glen Bennett 
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SECTION: 13 LIBRARY RESOURCE CENTRE (LRC) 
DESCRIPTION: 
This facility provides access to a variety of resource material, including books. 
periodicals. charts. records. tapes. cassertes. slides, films, audio-visual equipment and 
computerised information systems - CD ROM and on line access to remote data bases. 
It has specialist staff to org:lnise these materials as an integT3.1 part of the schools 
education prograrn. The LRC provides accommodation for a wide range of activities 
iiwolving the use of libr2.f)' materials. The library program provides an opportunity for 
the development of skills in information reaieval. reading. listenir:g. viewing and 
discussing: as well as for intensive study, research. enrichme~H and ple:::.st..:re. 
- . . 
It has a clear purpose as a 'learning centre for students' and a cle:l:'" position :::.t the centre 
of the sLUdents learning environment. 
• Some conflict a..."ises if the library is to become :l communi:y libr3.ry wit!'! respect to its 
position for community :lccess and its position for the school. 
Tnere exists a 'joim use policy' for a sh2.red arLJ.ngement which needs :0 be \vor1-::ed 
through for each indivicual case - this m:ly take from 6 months to a ye::.r to decide. 
The existing sChoollibra.ry brief and size is good with 2 class areas arId one re3.d..ing area 
but would need to be developed in its access to technology and inform:::.tion reaievZll 
networks. 
An area for blackout for use of LCD (Liquid Crystal Display) .. vith overhead projection 
is necessary. The pOtentili of a tiered lecture theatre nearby could be 2.dvant3.geous but 
does not obviate the need for a bbc1-::out area. 
It seems advisable to 10c2.te within the L.R.C. a 'Communic:ltions' Room for the centr2.1 
cona-ol of the tele-data networ1-::, housing CD Rom and Modem E~~ipment. patch panels 
and PABX. 
This will require the L.R.C becoming a first stage building. set up \X/ith Library 
Automation System inst:J.lled which is an expensive item to relocate from :lny temporary 
accommodation. 
For the first 2-3 years until (he whole !ibr:uy is fully resources :lnd rec.ui[ed some of the 
space can be used for otr.er leaming uses. . 
The question of studem b:::.g s(or::lge is a difficult one with 2. preferred o?tion h:lving low 
level shelving [ad,:s for bJ.gs at 2 or 3 locations in the libr:::.r;.' 2-:"e3. itsei:-. T,e solution to 
bag stor::.ge C:J.n be an inc:ividual school prefcre:',ce. 
CONTACT: 
Curriculum COi1s~dtlr,t - :\O[j7:~l Jeffery Tel 26~ ~5Sc) 
EXAMPLE: 
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SECTION: 14 TECHNOLOGY AND ENTERPRISE 
DESCRlPTION: 
• 
• 
• 
The Technology and Enterprise (T AE) is one of the eight Learning Areas that make up 
the key components of the curriculum. 
Technology is a generic term, and as a learning area involves the purposeful application 
of knowledge, experience and resources to create products and processes that meet 
human needs. 
Enterprise, refers to the students' ability to identify needs and opportunities in a variety 
of situations fu'1d to ta.~e action which meets those needs or oppOrTunities. 
• T AE comprises four interdependent strands of learning which are: 
designing. ma..ldng arid appraising (DMA), 
• information, 
• materials, 
• systems. 
• The main subject areas that conrribure to TAE are, agriculture, business studies, 
computing, home economics and manml arTS. 
Other subjects, mqy have strong links to pmicular srrands of k::....-ning. 
Example: {v1edia Studies to the information strand. 
The inrroduction of the TAE Learning Area has implications for the current standards of 
facilities provision and teaching methodology used within each contributing subject. 
While these subject areas will still retain some specialised functions and equipment, 
there will be a greater integration between them, parTicularly through sharing 
technology and common learning processes. 
• Students should be able to move freely between areas through a Central Shared 
Resource A..rea and within this cenrral space, to be e3.sily supervised and visible to 
teachers at all times. 
The Central Resource Area may have within or adjacent to it opportunity for: 
• small group work and discussion, 
• computer networking, 
• desi£n studio or CAD stations, 
• small darkroom bcilities, 
• staff bcilities. 
• kitchener:e, 
• storage 
Typically, s~ude:1ts \.vill be engaged in: 
• brains~orri1ing and research activities, 
• design dn.wir.g and developmerH, most likely compute:- assiste::. 
• workshop/me::hllnic:ll!production, 
• testing/?rese:-,::ng.'e v :llu2.ting products and systems. 
New terr:1inoiog:es are beginning to replace traditionai names and to describe changes 
to le:L."11ing methodologies. 
New terminoio9:v 
Materials Technology 
Existing terminology 
Manual Ans 
Information & Business Technology ComputinglBusiness Studies 
Textiles and Food Technology Home Economics 
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SECTION: 14 TECHNOLOGY AND ENTERPRISE 
Brian Jacobi, DirectOr of Technology at Immanual College, South Australia describes 
epicycles of technology overlapping from sustenance to biotechnical in a rapidly 
increasing time and impact cycle with our present time fumly in the information cycle 
with presslli-e from the biotechnical and dragged by the indusuial. 
The methodology for instruction is that: 
• student must move 
• overlapping supervision 
• open interaction 
• central thinking design area 
• access to broad ran£::e of eauipment 
- .. 
• He describes three m3.jor srrands: 
• strand 1: whole range of materials and equipment 
• strand 2: infoITm.tion technology multi-media package :ex:!sound/video 
• strand 3: syste~ns technology combination of individua.:. components -
anc gate/crg:He 
Students need to be c3.D:J.ole with all new technolo2:v. Hi2:h tec;;. manufacturin2: is the 
. -~ - . -
pathway and sLUdents need to have the right 'r;-;indsd r;::.ther Ih3.;t specific crades. 
• The technology centre needs a separate facility with security., om of hours use, 
manufacturers p:lfticipation~ consultancies as an active part ane. in a cencr;::.l position 
within the school. 
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SECTION: 14 TECHNOLOGY AND ENTERPRISE 
RELATIONSHIP: 
DEPARTMENT AL: 
I - - - - - - - - - ---1 
I 
I ~\()J..I~ E:.- ' 
L - - - - - - - - - - - .j-
SCHOOL 
YtS~ 
W 
8~B-O~~ 
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SECTION: 15 MATERIALS TECHNOLOGY 
DESCRIPTION: 
• The introduction of the Materials Technology strand of TAE will have a major effect on 
existing and planned facilities for Manual ArtslIndustrial Ans subjects. 
• Teaching methodology is moving from a focus of developing individual hand 
skills to that of problem identiflcation and problem solving processes. 
A student cenrred approach to DMA (design, make, appraise) requires IT.Jre time 
being spent in the researchingJdesignmg stage than previously given. The role of 
the teachers ChaJlges also. 
• Emphasis is on colloborative learning and tearn production involving small groups 
of students working tOgether. 
• New equipment is being brought in, causing problems in letting go of old 
technology and the perceived devaluing of long established practices. 
A large materials studio for using wood, metal and piJstics, supported by newer 
technological equipment. machine room and materials stOre suppOrtS the pr-imary 
function. 
Tne materials studio becomes an integral part of the design area, with its supponing 
functions of computir:g. g..aphics, photOgraphy, modelling etc along with the emerging 
studies and possible studios for electronics and robotics. 
It may be necessary to include specific traditional areas for some senior students in 
woodwork, metalwork, welding and pre-vocational studies. This will be determined for 
each school brief after consultation with neighbouring schools. 
CONTACT: 
Learning Area Superime:1ce:1t - M:lfg:?.ret Banks Tel: 264 5021 
EXA1'vlPLE: 
Immanuel College - Sout;'; :\usrraii:l 
School of the Future - Sou':!1 Aus::-:::.li::t 
Lucas Heights Schoo! - \"S\V 
DSB9\..'-fiSC JS448CG3.DOC 
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SECTION: 16 U'lFORMATION TECHNOLOGY· 
DESCRIPTION: 
• Computer studies is not about learning how to use computers but about: 
• creating information technologies 
processing information 
• developing creative processes 
• creating new applications/programs 
• data basing. 
• Business education is learning about business using the computer as a tOol. There is a 
move away from secretarial/reception type skills. Law and Politics are li..t;:ely to be 
regarded as more useful study areas. 
The environment for these studies is a technology centre set up 2.S a Resource Cenrre 
like a library with StafI operating as teaching/technologists similar in fonn to 
teacherllibrarians. It is 3. hub concept where students will: 
• leave the whole class concept behind 
• work in groups 
• access design area and other specialist subjects within technology 
• use personal laptop computers 
• network to L.R.C and beyond 
• access multi-media 
CONTACT: 
Curriculum Consultant - Brett Clarke Tel: 2644446 
- Kathy Melson Tel: 2644862 
EXAMPLES: 
School of Future - South Ausrralia 
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SECTION: 17 TEXTILES AND FOOD 
DESCRIPTION: 
Textiles and food is a cross-curriculum subject linked to: 
• Health Education 
• Technology 
Family and Society 
• Service Food Industry 
• It has combined with, Information Technology, Materials Technology and Agriculture 
in a Technology and Enterprise resource cena-e. 
• As a consumer science it is moving away from the traditional area of home cooking and 
sewing and embracing areas of: 
Design - food!textiles 
• Materials - food/textiles 
Health - personal/sociecy 
• Production - service indusa-y. 
In this respect it will use the computing tools and business studies of Information 
Technology, design tOols of graphic and fashion an and m:::.terial testing tOols of Science 
and Materials Technology. 
• With respect to a senior school cafeteria it may be able to share and serve in the 
preparation area or at least share cool rooms and store rooms. 
CONTACT: 
Curriculum Consultant - Marilyn Yates Tel: 2644856 
349 
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SECTION: 18 AGRICULTURE 
DESCRIPTION: 
Agriculture is the generic name for a range of enterprises and activities aimed at producing 
food, fibre and other plant and animal products to meet the demands of society. 
The range of enterprises includes broad-acre farming (eg. wheat, sheep), intensive livestock 
farming (eg. pigs, fish, poultry), horticulture and aquaculture. The range of related activities 
includes primary production, value-adding and support services providing for the domestic 
market, the export market and leisure and recreation needs. 
Agriculture is a technology itself, a means of satisfying peoples needs, which links strongly 
to the principles of the Science and social, cultural and resource use and management issues 
of the Studies of Society and Environmental learning areas. 
studies in agriculture and horticulture abom sustainability; 
food and/or plant production and marketing; 
• fibre production and m::.rketing; 
environmental management, including landcare, and 
• leisure aCli vities. 
Initial requirement is for a plot of land (O.25ha), ser.:iced with power, w:uer and security, for 
such activities as: 
permaculture; 
tree nurse~; or 
hydroponics. 
Land for animals is not a normal requirement, but may be negotiated at a later date. Issues of 
resourcing, week-end and holiday care need to be well debated. 
It is possible to negotiate for an agricultural training officer (ATO), in lieu of the traditional 
gardener. A TOs h~ve the mandate to independently supervise up to six students. They could 
assist teachers by integrating school property development and maintenance into students' 
learning programs. With appropriate experience, the appointee could provide support in all 
areas of the Technology and Enterprise curriculum. . 
Generally there is a need for the use of a flexible classroom, (power, water, computer 
network) not dedicated (viz Multi-purpose Science Laboratory). 
Students will need access from time to time to materials' processing facilities in the 
Technology Centre to enable decisions to be made about various materials and different 
production systems. This will need to be negotiated within the school, depending on 
organisational structures for the curriculum. 
CONTACT: 
Curriculum Consultant - S~eve Kitching Tel: 264 5318 
EXAMPLES: 
Kelmscott High School 
Lockeridge High School 
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SECTION: 19 SCIENCE/ENVIRONMENT AL S'CIENCE 
DESCRIPTION: 
• The general science program for high school students requires facilities which permit a 
variety of teaching and le3.I11ing situations to be used. These include: 
small group discussion or enquiry; 
small group practical activities; 
whole group (class) discussion; 
teacher demonstration; 
student centred learning. 
combined groups (two class groups) 
access to hrger area for visiting speakers (not necessa...rily in science facilities) 
• Suitable science prep:L.-:Hion areas and staff study areas are also required in close 
proximity to laboratOry :lreas. 
Tne facilities require flexibility to cater for the classroom being predominantly student 
centred with a vmety of learning activities in progress at the one time. 
They require sm:lil. grOU? access to: 
computers 
outside le::...rning environments; 
audio visu:li equipment; 
reference ;:.nd research resources; 
research facilities 
darkened areas for optics work. 
Le~ing facilities require: 
• one area to be able to be blackened fo::- whole group audio visual presentations to small 
or large groups (60 students); 
ready access to other leaIl1ing areas to enable integration of learning; 
• a flow of student and staff access between areas. 
Staff area requires: 
computer access: 
casual discussion are:::.; 
individual work space. 
CONTACT: 
Curriculum Consultant - Fred Deshon Tel: 264 4S24 
- Rob Beresford Tel: 26.+ 4.691 
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SECTION: 19 SCIENCE/ENVIRONMENT AL SCIENCE 
RELATIONSHll' 
DEPARTMENTAL: 
SCHOOL: 
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SECTION: 20 VISUAL ARTS 
DESCRIPTIO~: 
• Visual An comes under the S:lme 1e:uning area as Performing Arts aI1d 0.'lusic 3J1d a 
sa-ong link between these would be desirable. Links to ~'1edia Studies and Technology 
and Enterprise are also likely through sharing of resources. 
• The provision of facilities for Visual Art must consider the desire to create an informal 
studio-like atmosphere in \\:hich there can be an interchange of ideas and access to a 
variety of equipment and a wide range of technology and materials. 
Apart from a separate area for ceramics and sculpture due to incompatibility of 
materials a more open area, for painting, drawing and prim ma..'.jng, broken up into 
smaller work units could be considered. 
It is likely that photogT:lphy, video and computer graphics willle:ld to :l s;::-onger 
connection bet\veen Visu:ll Ar[s and l-.kdia. The provision of f:::.cilities s~ould consider 
this relationship. 
The need for a g3.ilery cispby space is essenti2..l outside of studio wall sp:lce. 
The direc;: use of compure:-s i,Hegratcd into the swdios is no\'.: a r,ecess:lry :-equirerneru. 
Outdoor work space p:::r:icuhrly associ:lted with cer3.mics is esse:1ti:ll. \Vhiist the 
concept of an outGoor \;"ork area linking Visual Arts, Performing Ans and Technology 
and Enterprise would be considered an opportunity. 
The idea of lin..ldng Visu:ll Arts and Performing Arts into one building complex, 
although perhaps being different consuuction phases is to be encouraged. 
Apart from allowing some Performing Arts facilities (eg. Music Rooms etc) to be built 
earlier than normal there is an opportunity of amalgamating and sharing f3.cilities; in 
particular the Visual Arts Gallery and Performing Arts Foyer, S Lafr Studies ano the 
creation of a combined student/staff Collegiate room. 
Consider vehicul::..r access for the delivery of clay etc. 
CONTACT: 
Curriculum Consult2.;.t - Digby De Bruin Tel: 2644919 
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SECTION: . 21 PERFORMING ARTS 
DESCRIPTION: 
• The Performing Arts centre provides a major focus for - drama, theatre, music and 
dance. 
• Performing ans aims to make the ans an integral pan of each students day to day 
experience. They are encouraged to explore and develop all aspects of the ans. 
Activities of the progr3.m will involve both class groups, small groups and individu3.l 
students. 
• The Performance Space brief is quite precise with attention being required to specific 
spatial and technic:ll requirements. Refer to EO\VA detailed Performing Arts Brief 
(May 1990). 
lighting comrol 
height of pe:-forming sp3.ce 
cyclorama tr3.ck 
acoustics 
storage 
etc. 
An expanding are:l is ine need for electronic keyboard :lnd compucer linked music. 
To cater for this a cOr7lbined green room/music room can allow, by use of an 
acoustic oper:lble wall, for a sep::u-ate music room for keyboard instruments which 
can be left in position as a music laboratory. The keyboard portion of the room 
could also operate as 3. standard seminar room. 
The idea of linking Visual Ans and Performing Ans into one building complex 
although perhaps being different construction phases is to be encouraged. Apart 
from allowing some Performing Ans bcilities (eg. music rooms etc.) to be built 
earlier than normal there is an opportunity of amalgamating and sharing facilities; in 
panicular the Visual Ans Gallery and Performing Arts Foyer, Staff Studies and the 
creation of a combined student/staff Collegiate Room. 
Expansion of the basic Performing Arts brief into a community complex is an ::u-ea of 
negotiation with the community and local council. EXDansion of the comolex into a 
- ~ . ~ 
special school for per:-orming arLS within a discrict needs to be looked at the outSet. 
CONTACT: 
Curriculum Consult2.nt - Robin P:lscoe 
EXAMPLES: 
• Ger3.1dton - John \\':lccx • Tuggeranong Senior High School -
C:lnbeIT:l 
• 'Coodanup High School - cycloram:l • Ginnindera Senior High School - Canberra 
• All saints - B::uem:ln • NewtOwn PIA High School - Sydney 
• John XXIII 
• Guildford Grammar - David Law Davies 354 
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SECTION: 22 MEDIA RESOURCE CENTRE 
DESCRIPTION: 
• Media studies has traditionally been a course in cultural studies and operated under the 
English faculty it has had and continues to have a large practical componenc. 
Practical work is film, T.V., Photography, Radio and Multi-media. 
With changing technology and general access to this in terms of multi-media. desk top 
publishing, A.V studios, editing studios, T. V and radio studio/stations, its practical 
application is a combination of all the emerging technological advances in the medi::. 
field. 
Whilst its value as an an:;.lysis of culture as a course will rem::iin its pr::ic~ic3.1 potencial, 
with access to emerging technological equipment is ~)nly just beginning ::ind is an 3.re::. 
for expansion, especially the multi-media area. 
Most subject areas will n::ive some relationship to a media resource cemre with its 
potential of producing in terms of text, video, tape, film arld cele-conrerencing, whilst 
areas of Technoloe:v, English, Visual and Perforrrtine: Ans will be more directly 
-~ - - . 
connected. 
CONTACT: 
Diane Cole Tel: 2644761 - Curriculum Consultant 
Rod Evans - CYril Jackson Hi£!h School 
~ -
EXAMPLES: 
Kent St High School 
Cyril Jackson High School 
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SECTION: 23 TELEMATICS 
DESCRIPTION: 
Distance Education uses a number of mediums to deliver education programs: 
by satellite to remme counrry schools through G;W.N television 
by microwave wirhin the Penh Merropolitan area (50 km radius and direct line of 
sight) 
• by telematics (an audio visual system using computer, modem, telephone and 
fax). 
• All district high schools will be linked by telematics in the next fe\,,' years and presently 
the technology allows for one teacher to send to up to 5 remote sites. A m:lX ratio of 
12 students to a teacher is considered desirable. These students m:ly be located either :It 
one or over the five sires. 
• A typical sending st2.tion needs: 
• Computer 
5 Modems 
• 7 lines Out.to accommodate: 
• 5 modems 
1 "Hai1ds Free" Telephone (5 lines at PABX) 
1 free telephone line. 
• A typical receiving station needs: 
• Computer 
• Colour monitor 
• At least one keyboard 
• Speakers 
• 3 lines out to accommodate: 
1 modem 
• 1 conference telephone 
• 1 free telephone 
A typical high school might have: 
• 1 sending room 
• 3 recelvmg rooms 
This unit needs a cenrrallocation in the school perhaps linkec. with the tviedia Resource 
Cenrre, Library Resource Centre and Tiered Lecture The:lrre. 
CONTACT: 
Curriculum Consulu.nL - Julie Bowden Tel: 2426300 
- Rob Black Tel: 242 6318 
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SECTION: 24 PHYSICAL EDUCATION 
DESCRIPTION: 
Indoor spons is a growing area for both school and after hour community use. 
Team SpOilS are: 
• Basketball 
• Netball 
• Volleyball 
• Badminton 
• Indoor Cricket 
• Indoor Soccer 
• Indoor Hockey 
Gymnastics is phasing Ollt and verj ex.pensive olympic s.yle gym equipment is not 
necessary. 
Educatiornl Gymn::..stlcs, however. is very much alive requiring simpler equipment 
• matS 
• balance be::..ms 
• beat bOClrds 
• vaulting boxes 
• Trampe~ 
Education Depanment regulation size hall is 28.4 x. 17.9 or 508m2 ; 100m2 sm:lller than 
the comperition size of 32.0 x 19.0 or 608m2 • 
Tne case for a competition size is primarily b:lsed on its flexibility for club use and m:ly 
be built provided the council participate in financing the exrra area. 
Possible future uses could include a climbin!! wall, hit-uD w:lll for handball, wei9:hts 
-. ~ 
area and fitness testing. 
CONTACT: 
P.E Review P:-ojecL Officer John Gibson Telephone: 2644937 
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BALLAJURA COMMUNITY COLLEGE 
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Colin Bell 
Pres idenl or Ihe P&C and 
chairman or Ihe Schoo l Council 
MORE vallie sho!lld I", pili lin IIII! ,oln and hen-
oHls of voluntary, or IInpili{l , \ 'IDIk III the 1:0111 -
,mHlily. 
At Ballajuril C(Jl lJlllLlllit y Cnlh!!l tl WI~ ilfe forlu -
lIal e 10 have p(!{}n1e, hoth olt! HIIII yUlJlI{J. who 
oller the ir limo In support the ~ir. hool tor flO olhw 
WilSOIl IIwn III Ill! pilrl of sOlllclhinU which is so 
pivollli 10 hetter prnparillU OtJf 511HlcIlIs lor the 
1111",,, . 
We il ls£! hilVI! s lll(J c nl ~: who un 11 m extra (lis-
laneo to support Ihe schonl and this is {jlcill 10 
see. 
t hay£! Iwo roles at the selHlul : president of the 
PSG ami chai rmiln of the Sclionl Clllllu:iL 
I've Iwen prcsif!(ml of tI\I! PSC since 1 mm. 
This has involved Vlnlkino wllh il urnup of ilmli -
ca l!!{1 pillcnls ilml frimuls of UCC to suppor t 
teachers ill their pursuit of nlOvilling fi rst elmj:; 
learning Clilflorltlllilies for students and Pill tid· 
jlfllinn ill the plm1l1111{j plm:!!s:; of til(! scll uol. 
Tllo rc;c is also IWilvHy IIIvolvf! d 111 Illmimis -
inn ilml I uri!; iI series of Ililsiflcsse$ ill 11m school 
i flclil ding II I£! r ... 1illdlc School r. ilnteell , SClIlUI 
~;c hool Cafl!, ti ll! IIn iform Shup ilnd the lJuoklis ts 
lind hookshup il l the heginninH 01 eaGh yea!. 
Tile School CCl UIII:i1':; rolr. IS to :icl policy 1111 
Ill£! sclulul ; tHHlol !iB till! ~;(: IHJ o l )~; ,Hllwal plnn ilnd 
meas 01 fncus; slipport the prilicipal ilml til!! 
scllool adrninis traliDlI ;HlII itmriership learn 11\ 
IIwir role:;: and challIpion Ihe schonl ill 101 1111 1:; 
and offm l1on· tear.hill !l li~ aiJP.J s l li " ill school 
(!Vj!lIt :; ilud ac tivities , 
III a prac tical sense Ur.C has opmatell f)!.me ll -
liilily like iI sl! lf·manayml scholl l :;il1cl! ils incep -
tion with :; iunilicallt pawnl ali(I community 
involvement. I think \'Ie ciln be vmy prourl 01 
whal ·,'U! Ilavf! ill :hil!vcd 111 tim Irrst ll lf'!. year :;, 
M~' wilo and I have twell acliv(! 111 lilY two 
~ ;(j ll :;' prnvio\Js scho ul!j IIHII II!l II tile r ~, c:; as wu ll 
as provluu!; invlllvenll!l\t ,ln school counci l::. 
I becanll! Involved in this c:Jpilcity hl!(:aIl 5f! I 
Wi1ntl~ ( lto ~ ; til\, in IlI l1 ch with l!ducalll)lI VJlr ilu 1lI~) 
sons \'Jent thlutlull fochool .illld WilS Iwen-tu fill 
lilY hit III ' hnlp the local schonl. I have IHllionil l 
roles Wllic ll hnvr. lif! :; 10 Ent r.rprisf! Ecltit:t1tiofl 
;11lt! Vocationill Edlll.:atioll III SC110015. 
Fo! Ihis tYPI! tlf role yuu IIlwcI tn call! ailollt 
peuple, par1icul i"lIly Ihu YO·llll !j . Ill! all le to In r. ili-
ta te pla'll1il tO alH! strnteuir. Ihi llkillU. huihlll!;I111 · 
wor k, krim', !1m!' to ~t c t tl1illOs (lone (l Hl VI ! {l uml 
lretwor ks), kIlO'.'1 11 0\'1 II w :;\):;(nll1 \'/orf( ~, plus 
!I ll! IlClfHlal filufr li ke rllll IlweliflU:; il ild selli n!! 
<I !1crnlas, 
I cion" uut pai(1 lor tllis \'fOl k I do II fi u lIw 
pll!i1slJfP. of lIlakill !J Ih i ll U ~ hapI J(!Il· 
I have flOW \'I oi rnll hilel, I n~) illvo!vel11clll in IIle 
local I:olllmunity hecause my IJl I5rrW S:j inv olvr. ~; 
In irly COrlSIililt trilvcl (luI of lire State, I work as 
a COIlSultillll for vnriOi ls companies ill tim ro le 01 
ehallgc 1ll i1 11f1!1CIIlCIlI , 11I ojer.1 Ifli1Il:tYf!rnmlt ami 
organisf1tional challOc, 
I'm cuo colly i1 cO/lllllittee Illmnlwr of Ow 
MalilUti U ll sj l 1C s ~; Enlerprise Cenlre arlll iI nl CIII -
Iwr or the M:llagn BU5illess !\S ~ :O{: i iltiO/i . 
\I is il11porlant 10 sllslain links to 11m COlllfllll -
nity because schouls call 110 IUIlU Cf opemlc In 
isolation to moet ttu! neet!s of tilt! GOfl1ll1tlllily, 
Sinnr! ils inc"pli{)n flee I", ,, embrace,' Ihe 
irnperalive of COC1lIlll1f1it y cOll suitntiOI1 nllt! 
lIence its name , 
1\1 flee \'Ie "ee a nurnller ul ,egrnenls 01 IIle 
cllnllniinily which need to IJC cO llnectcl1 Itl the 
aclivilies 01 li,e school. The parenls ami Ihe 
Ilo llse lloilicis or Ballajurll il rul AleXiUHlcr II!!inhts 
have l}Cell pivolnl in sCttillU the elhos ami till! 
curriculuill ot/tile ~chon l. 
As Ihe s'ud,,,, ' populalion has gol o"'er. II w 
uusiness conimunily has become a vital link to 
II In school. providiog str,denls \'Iilll vocaliunal 
experiences ilnd work pl ilCClllcnt s. 
We arc lorhinale 10 ""joy a very good rr.la-
lionship \Vllh Ihe Malaga flE C and II", Malaga 
Ousincss Association and vie apnreciate IhD 
support of ti le IUCill husinosses, 
Uy lesley Streel "nd Melanic Hindley. 
Bajlajura Corn~J!lH~ . giiii iiuo 
BALLAJURA ·COMMUNITY COUlEGE 
is a State , Governmenl school, i ll~ovativc 
holh in ils s lruclure and operation. We 
welconw the .collll11unity's contritiutioll to 
various plarlllinu , recreational , ellucatioll-
al. spurlinu anrl c"""r"' "sp"cls 01 Ihe 
se huol : 
Buildings lIavo 11 00 11 planllml ovm lotl r 
s ta;Jus to tJual' with a peak enrolllH!l1t 01 
aholll ~~OO slurlenl5. To be able 10 manage 
s uch Ilin t nllmhers anll : to ;ulcqunlDly pro-
viele laciliiles for 11 wid e ra nUI! of s ll/dellt 
ago!> allli interests ,.we hllve two Call1fJlISeS 
on ,,'" school s ile. The mirl,IIe selrool 
catcrs for s tmJents from Years 7 10 9. The 
senior C:il rnllll S houses s tud ents frolll Years 
10 10 12. Our visioll is to provhh! all innov· 
allVl!, fl cxlhle , respon sive program which 
bllllris on Ilro I",nelits 0(11", midrJl" school 
modo I lind at Ihl! same HflH! rm.: ugnises the 
unlquc alld different needs nf s tudents ill 
Years 11 ami 1 ~ , In kccpinn with lis flam l! ) 
Ball aJuril Community Collcge lT1aintains 
s lrung links willi Ihe conUlllrr,i1y al " II lev-
els) from IOCil1 to !Jlohal. 
Sial! aro solected un morH . The sc hou I 
advertises illld hand picks its OWIl s taff. All 
lea m m" mllers aro s lrunnly comOlHlerJ 10 
till! scllunt ethos: 
@ ] . The maintenance of a IIcxllJlc, cilrlng 
and suppurtive lea rnlnu envlronl1lent ' 
Ihrolluh whole-school r:olla bornllon . 
,~ . ParticijJiltive ilccls loll-ll1aklnu Involv-
Ing s tudents, s taff , pilrents ilnd th o COIll· 
nI"nlly. 
.~ . Th" pri"clples 01 ""v"'opnlo,, ',,' le"",-
I"U. 
Gl' Encouraging s tulionts to lJ eeo l11C s uc> 
cessflll learnors, 
© . I\n Inlegralo" s l""" ,,ls -ce,,'m{1 
ilPllroach to tcachinu ilnd learning, 
-.}::;:;. Oolnu responslhle and accountable 
mumhers of the 51:11001 cOlllfllunity, 
G; ' Mlllntainin{J il IIca llhy ami safn envi -
ronnwnl. 
.::,;,. nelle cllvo l"a" lI r:es ami whoh,-ol· lile 
leo rnlng . 
,§ . PromolinU1mllluai rcsn[!cl) tru s t lind 
mconnillon of 'indivirl",,1 worth. 
APPENDIX 9 
Lea.rni,ng be . 'o.nd til: 
THE philo sop h)' of flallajura Community 
Colkg~ is' t ~ ro lJlld rd in the concept o r commu -
nit y, Our goa l i:- (0 ensure that st lill enl S 
expcricnce a CI':J dual transition ·rrom· a small 
sup porti vc community th rough to ;1 morl' 
diverse s tru ct ure, which ultimately allows them 
to take , their nlace as responsi ble ilnd res pon' 
sive citizens or th e ruture, 
In Years 7 ilnd 8, st udclll s belong to small 
communiti es each containing 10 class groups. 
Ed ucation support classes arc integrated into 
this . lIlod cl. .T hese communities are ca ll ed , 
Teams. par most or the Sd1001 day, st udcnt s 
rCllluin within their cluss !;roup with Iheir 
homeroom teadlcr, rostering a strong S l!II ~ I : ,) 1' 
belonging ;llld c.:t)m munit y spi ri t. 
To enSU1 ~ :I sllloolh transition rrolllilliddle ll) 
senior campu s ilna lto provide "ludellt s wi th ilil 
in J.:reas illg degrc~ nf spec iali sa tio n. Year I) Sill ' 
dent s c.'\ periell l.:l: ;1 sli Clilly hroiulcr sCll se oj 
conllnullit ~'. ' Whik r~rna inil1g witli in the (ca lli 
stfll c.:l lIre. the pI'Ilgralll is 1Il0dific'rJ to indude ;1 
base or Iml teachers who wo rl: l'n llabo r;lI i\,c ly 
to l.! I1SUl e a rclevant and integr.l led 'curriculu1l1 , 
Thi:- IJ nc.:o urage s Ollr learncrs · It ) 1001: hC)'l1n d 
their imlllcd i:lI e ,,: laSS !(ItHll <lIHJltl e \'clop II SCIiSt 
or com munit \' \\'ith u th er sdlOol :mcmbers. OUi 
senior eampu-s i:-; grollnd ed ill th c pri n ci plc ~ amJ 
ethos or ad ulr lea rning. T his e lh; tl llr :IU C ~ 
studen ts 10 loa\; sti ll l'u rthe r anti dc\'elop ;\ 
sense or I1lcmbcrshir \\'1\11. ;l lld respo ll sibi lit ~ 
to, til l' wi der Lommunily, 
The scnior c.:; Ul1 PU S {' pc rates 011 a Ilc:, ible 
time ta ble In Ill ;txi misc 011 1' li se Ill' rCS (l llrl' l: ~ :1II t! 
to jlrt)yi<k Ilplilllum, Icanlin g opportuni ties I'll! 
o ll r StudCllb. Both (he s truclllre I1 r th e day and 
the buird in gs tllc/llscI\'c s prllv id l 
studellt s with ;I ve ry rt.:a l lastl! lit' wha l 
pos l· l·tl rllpulsury stl illic s at '1'/\ FE ti l 
univcrs itY might he like. cad l studellt h 
,;Iacl!d Oil iln illdi vid ual work prog ram 
tliilt reflc ... ·ls th c nccds. sk ill ~ and goals 01 
caeh learn cr. This is dc\'clopcd ill dose 
c.:u ll sult :ili<1I1 with the slucictll. paren t-. 
ilild teach l.:rs, S tru cl un:d wll rkplacr..· 
learning is a ll int cgr;t! Pilrt uJ" 11l;lIl~ 
stuileill s' elillcaliulial progra ms. 
Our curricu lu ill anrl et hos arc tailo red 
to de \'clojl COlllpl!tcllcies va lu ed hy till 
c.:ommu liit y. At Ballajll ra C(IIIl IlHlllit \ 
College we arc co mmitted 10 th e mainte ' 
Ilance OJ' :l fl exihk ca ring itnd slIpporti \ :: 
Icar'nin g t}IlVirollIllCllt th fl)'ugh whole· 
schilol c.:o llaboratioll . Dccisiun-Illakill ' ~ 
is par tic.:i pilti\'e and invul vc.:s S ll1dclll ~. 
~ t:tlT. parcllts and the commu nit y. Ti ll: 
principlt.:s of dcvcloplllclHal learning are 
t!l1Ihcdclcd within , illl , ra cr.: ts I)r th e 
ci S'sr'o'o'm" . , . , .. I ~ ' \ I " ' 
cu rr icul UIIl. As iI 'res ult. uur sc hoo l has adoptcd 
an inte grat cd s tudcllt s-ccnt red approa c.: h 10 
te;u.:hi ng and Icarniilg . . Our ainl is ((l dc \'clup a 
school whc rc :til i;uH"iduab hecomc responsi-
hlc and ac.:collnlaok mcmbcrs PI' Ihe sc huol and 
the wiel er cummunit\·. 
T he coll c!.:e has ·emhrac.:ed lhe cur riculu1l1 
rra llll~ \\ H rI : ,lIul re ports ;lIl1lually ill tlutc.:OIll r.: 
sta tt: llh: nls acro"" all learn inll arl'as. Tl' ams 
,1. 111 11l1l:l! r;ttcd modulcs that arc ho th Il· k · 
. ,111 1 ,I IHI ~ I ir cct l y re lated 10 the dc vclo pmell t or 
:In Int t' \' r;llc t!, IIIcaningful hody of' work . 
: ... t lld !l lt" such a .. )\ Iy Hcrita ge, C:i rnpa ign Ea rth 
all d 1.. 1i: d.lcll g l: " .111 (\ Choices ~ nC(lur:!~c stu-
d l' ll ts to dcvc lL/ p i JH.: rc :t ~ j llg ;\warcllc:-s heynilo 
Ih t: ill llll L'd iatl ' tn iSSlI l'" H' le v:!nt 10 thc global 
cOln/Hull it \,. 
T lIe..: 1.' :iehi cvclllcn t:- 111 currkili um Jcslgn 
.111 11 IIII.' li se nr o l/ tCOIl1 l: statem cllb have been 
rc r ll);I! i-.e d all d \' ali ln l b\' th e cducalional 
c.: I HIl Ill U Il II ~ , A:- a din'l: 1 rcsult, more than 60 
educa tors have visited \lUI' schuol Ihi s year 
,tIO rh·. The), have co mc fro lll EUfOp·C. Asia and 
the I.' astern Statcs and througHout \VA iliHI 
rcpJ'e<.;'.: ri.t bot h govcniinelit and nOI\·go\'crn-
Il1 e l1 l t.! till ca tiollal scctors, Ai.Jdi(iollall}', sta rr 
llH.: moel ' hav!.! ht.!c ll invited ttl spcak Oil thest.: 
is<.; tl t.: :> .11 Illorl' tha ll it dozen sc.:lltlnls and 
l·t!UCii ll OIi forums as far afield ' as Kah:oor li e-
Itl'lJ ldcr. P' In flcdland alld 'Cl1rislJlI as Is land . 
Fu rther 1( 1 this. li~n,n y governm t: lll schoq,b 
II O\\' ft! COgIl ISl' the beneTii s l)1' middlc :-ehllfJ lihg 
111 rcl:!tl tHI to lea rning .lnd dc\'clop,l1l ental 
(Iu tcnnh: .. 1'(1/ Iheir st u·dent s. \'11.111\' SC hOllis ha\'c 
u';e d Balla iura Commlllli ty Colle'~c as it lIludel 
01 he ~ t pr actice when dC\'cln pi ng Iheir OWIl 
u)lddlc ~c hl )ul ' Jl rogr:rms, 
We arl' pleased to ,have the opportunity to 
~ hilrc \Iu r knowledge and cXl'lcriisc willi llt hers 
in the cdu c.: atioll cO llllllullit )', 
Strong support 
in local links 
HtSTORICAL:LY, o\l r school has had strong 
c(1nllnilmcnt frolll Ihe loca l Cll llll11Ullit y 
ilnd Ihi~ SlI I1 POri eO lilillll es I(HJay, Ballajur:1 
COlll lllunity Cullege is an intc gral piln o r 
the c.:o mmullit \' il ser\'cs. Bot h thc P&C 
and Schllol C~Hlnc.: iI servc as forums for 
parcllts, cnterprise anti comm unity 1Ilt!/Il-
hcrs tu bc invo l\'e!! ilt all leve ls or ded· 
sion -making t.:o IH.:cr llin g th c sellonl alld ilS 
sllld cll lS. 
The co ll q.:c maintain:- , lrol1& links wit h 
rhe (vlal:!!;a Ilil sinl!ss Associa lion . Our 
schuol reccntly li osted all e\' cllihg for 
lllelllut.:rs o( the assncial inn III show till: 
s tilt e or the art Il!t.:h llology and fadlities it 
ha s :J \':ri lable. Thc skills or Olll' studcnts 
\\'en: also highlighted through dell1on~tra­
lion \If the lISC Ill' technology and the qual -
ity ca te ring provided by 11tl ~ pilaIi IY slu · 
denl s. Sen ior C;! III PW, 'i llldcnts arc no\\' 
designing \Vch pagcs (or lncal businesses 
as :! pa ri Ill' a rcc.:i prm:al c.: tln sultancy 
arrangl!1I1cllt . 
Tllel'L' ;\I'l' ,15 IIlclHber:- t)r the Police 
Ran gcrs ;11 11111' schnol invol ving s tudents 
rrom Years H (() 12. Tl!achcr Ray Robens 
hCil ds this gru up as unit coordi nator. ,\ 
rece nt ca mp broughl cnthusiu:;til.· respo ns-
es from parent helpcl s who happil y gavc 
up their weeke ild 10 supP.ort the rangers in 
d wllellging activities such a~ ... ·lilllbing anll 
abseiling. , Lasl Su nday. mngcr :- took part 
in Walk ror th l' Cure In raise lIIoncy ,for. thc 
Ju\'enile Di;lilctes t\ ssodatioll , ' -
Selliors pass 
on their values 
1999 is the Yl'a r III' Oldcr Pcrsons. In 
"pril. Ballajura Community Coll cge host · 
I.!d the launch of the schools component or 
th e Uni\'crsnl Dl!s icn COInpc tition , 
Education Minister Co lin Dnrilctt with 
Seniors Mini s tl' (' Rhollda 'lParkcr lIsed our 
t icre(J:iccture theatre to address sen ior vol-
unt ee rs, cominunil~' leaders, parent s, sta rr 
and students rrom sc\'cral go\,crnment and 
nOIl-~overnment schoo ls. The evcn t was 
o rgan ised a~d ca tered ror by senior cam-
pus student councillors. School capta ins 
ZlIilhir Edrics arid Erin Hced c,'\cc llcd in 
thcir m le as mas ters or ceremonics, Prime 
Mini ster John Howaill ~Iso uscd Ihe \' CIlIIC 
liiSI ycar 10 dcliver hi s new policy on cr ime. 
Our sc hoo l \'oluntccr program is highly 
successrul. Scnior Illcmbers or the local 
c.:o l1llllunity pro\'ide Ollc- to·one support ror 
sludent s wi lh rcadill~ difficulties. The stu-
delllS in vo lvc d de\'elop a special bond with 
thcir \'o lullt ec r, I\part from gaining impor-
tnrl! litcril t.:y sk ill s. th~y also gain valuable 
insights into Ihe c.:oll tributi on tlint older 
people lH:l ke to \lur I.:ommunity, 
I\ t the ll ther I.!lld or the sca le Year 9 
studcn ts read picture hooks they hild writ -
Icn ilml illus lra led to student s in Years I 
and J at IlIiI \\, il rr;r Primary Sc hool. Events 
suc h as tlll!se prov idl' re lc \'n nce and an 
authenti c alldicnce (or {l \l r English p'ro-
gram . Primary scholl I siudent s also gai n 
an in sight into lire in sel.: ll ildary school and 
huild c(lnriclenc.:..: III older st llllcnt ... in their 
c.:u l11n lullity. 
Illawilrra Primar\' School is also host to 
nllr sponsrull s tudents. Thesc s tud en ts arc 
Iliclllbers or tht! Year I) FLAME ph ysical 
ed uca ti on extens ioll program. Students 
arc su pportcd in llie develo pment or 
sports prograll1s lor primary aged stude nl s, 
CtlllCcptS stH.: h a:- team building, sk ills and 
leade rs hip ilrc illcludcd in a co mplete pro· 
gra m delivered bv FLAM E studc nts to 
~ Iassc s within thc' primnry sc hoo l under 
supcr\'isioll II I' thcir t~a c her. 
Caring !let 
reaches wide 
AT Bailnjura Community Cu llcgL' we arc 
prPlill or the way our s tudent s bcca me 
activcl y iiwo\ved in supp orting areas or 
need ill our loca l; national and global com· 
lIlullit y. Collectively" they share II vcry rcitl 
sense of rcsponsibility toward Ihc wo rld in 
which the\' li ve. 
Year 12 student Karina Noble workcd 
closely with our school chaplain David 
Dix to organise a sieepover at the sclioolto 
raise rtinds ror th e ·to Hour Famin e 
Appea l. The results we rc out standing, the 
co lieg t.: raising more than S6000, the 
biggest amount raised ' rrom any schoo l in 
\VA. OUI Dr more than l800· schoots, we 
lopped Ihe Ii't (n become the bigges t 
rundraiscr nr any 1w\'~ rnme nt st:hool ,in 
Ihe co unln. 
Members of the "10 Plus" program 
hav~ recently returneu from , planting thou-
sands or trees in ou r South·Wcsl. This was 
lIone in collaboration \vith ' the ~'Ien or the 
Trel' '' grnup. Earlier in the yea l they also 
planted 20nO trecs fo r the Ja rra hllal e 
Heritagl! Soc iety in association wil 
CALM. "10 Plus" is a program for Year I 
s tudents who need support (0 rurthl 
develop Iheir lilemcy and numeracy ski ll 
The strong commitmen t 'our s tud cnt s hn\ 
to conservation and environmental issue 
is ongoing. S tudents were also involycd i 
this valuable project last ye ar, Thus, th 
school is eSiablishing links \Viih ·'he wid, 
com munity so that students develop 
proactive approach to environOlcntn l eha 
lenges. 
Our highly successrul talent sho w prl 
vilk ~ , ;t wo ndcrrul rorum ror s tudents. Thi 
ye al) Year II small business mnnngclller 
and cnterprise s tudents have ex pertly mar 
aged the show, Icarning "aluablc entrcpl): 
neurin I and cnterprise ski lls. The show i 
held during lunchtime and is very POPUlil 
with stu den ts, There is an aullience cntr 
rec which ,is donated to Princcss Margnrc 
Hospital elicit year. This ycar we mise, 
more than S 1500 to go towards th c care a 
s ick childrcn in our com munity. The Yea 
I I sma ll business tcam has s tartell ;J to 
lIri vc at the sc hool so that il can pn: se n 
toys and a cas h donation at the same tillle 
Posters spread 
tile message 
YEAR 12 ar t and dcsign s tudcnts han 
bccn worki ng wit h Iheir teacher Bey Da ~ 
to dcsign posters which ca rry importilll 
com munity health and environ menl mes, 
sages, Sam ples were 'sent ' lo organisation: 
such as 'he \VA !-Ieallh Deparlment anc 
Greenpeace, Student Natashu Sunllel 
received a letter o r thanks frorr 
Grcenpeaee, which felt her work was ufab · 
u lo\l s" . Greenpeace has req uested permis· 
sion 10 put a colollr cqpYtOr the design or 
their soon-to-bc!' launched kid's Web site, 
Damian Hugh es' posler wi ll be kepi on nle 
b)' the Heallh Departmenl's smoking and 
hcalih progrum and ma)' be used as pari 01 
it ruture strategy, 
Allhough ou r schoo l band is in only irs 
inaugural yenr. it, hn s ras t become .in inte-
gral part or celebrations within thc school 
community. On August 20 this was taken a 
slep further a t the \VA Schoo ls Coocert 
fland Fesliva l al Perlll College. Our band 
was ' entered in·the novice section and per-
rormed out stand ingly under th e guidance 
or mu sic teachcr Stuart Rhinc-Davis, As a 
result, they were awarded 'seven excellent 
ratings and one good rating out or the 
total 'eight judging criteria. 
